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The purpose of this study was to examine fourth grade students’ achievement in 
relation to teachers’ perceptions of the principals’ leadership behavior and other 
selected variables in a metropolitan Atlanta school district. 
Student achievement was measured by the differences in the percentage of 
students who met or exceeded expectations on the Georgia Criterion-Referenced 
Competency Tests (CRCT) during the 2004-05 and 2005-06 school years. The Profile 
for Assessment of Leadership (PAL) instrument was used to measure leadership 
behavior.  It consisted of six competencies: instructional leadership, interpersonal skills, 
making decisions, facilities planning and student behavior, teacher evaluation 
implementation, and school climate.  The sample was 3900 teachers in 81 of the 84 
schools.  The schools’ demographic variables were: percentage of students on free and 
reduced lunch, total number of discipline incidents, total number of retained students, 
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absenteeism, enrollment, average teacher experience, average administrator experience, 
principal gender, and principal tenure.  
Pearson correlation analyses indicated the following significant relationships:  
(a) student achievement with: number of discipline incidents (r=-.31), percentage of 
students on free and reduced lunch (r=-.29), school climate (r=.05); (b) school climate 
with: principals’ instructional leadership (r=.76), interpersonal skills (r=.74), making 
decisions (r=.72), facilities planning and setting student behavior expectations (r=.73), 
evaluation implementation (r=.65), number of discipline incidents (r=-.26), number of 
retained students (r= .28), enrollment (r=-.26), percentage of students on free and 
reduced lunch (r=-.39). 
The results of regression indicated that (a) student achievement was inversely 
explained by the number of discipline incidents (beta = -.31), and not by any of the 
other variables; (b) number of discipline incidents was explained by school enrollment 
(beta = .65), percentage of students of five or fewer days absent (beta = -.54), student 
achievement (beta = -.33), percentage of students of more than 15 days absent (beta =  
-.18), total retained students (beta = .11), principal tenure (beta = .11), teacher 
experience (beta = .06) and free lunch status (beta = .06). 
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PROBLEM IN CONTEXT 
 
Purpose of the Study 
 The purpose of this study was to examine students’ academic performance as 
measured by the schools’ fourth grade Criterion-Referenced Competency Tests (CRCT) 
performance levels in reading in relation to principals’ leadership style as measured by 
teachers’ perceptions on the Profile for Assessment of Leadership (PAL) instrument in a 
southern metropolitan Atlanta school district.  The principal’s leadership style was 
determined by teachers’ perceptions.  An attempt was made to control for any bias in 
perceptions by determining if the following demographic variables of the school are 
significantly related to teachers’ perceptions of the principal leadership: 
1.  Percentage of students eligible for free and reduced lunch (FRL) 
2.  Total number of discipline incidents 
3.  Total number of retained students 
4. Absenteeism 
5. Enrollment 
6. Teacher average years of experience 
7. Administrator average years of experience 






It is expected that the results will be of interest to the school system that administers a 
PAL instrument.  If variation in principals’ leadership is influenced by the characteristics 
of teachers and students, the findings might be of interest to supervisors of principals who 
might have to show more empathy when conducting clinical supervision with principals, 
and increasing principals’ knowledge base for facilitating teachers in coping with any 
such demographic variations. 
The PAL is a leadership questionnaire in which teachers are required to rate their 
principals’ leadership characteristics.  The questionnaire measures six dimensions of 
principal leadership:  The principal demonstrates skills in instructional leadership, 
relating to others, making decisions, planning and organization, implementing guidelines 
and teacher evaluation program, and school climate.  The instrument is administered 
annually in spring, by the Department of Research and Evaluation.  The data are utilized 
by the associate superintendents to conduct clinical supervision with their respective 
principals.  
Each school’s performance on the Georgia CRCT was attached to each school’s 
file by the researcher.  Additional relevant data from the State’s Report Card was 
attached.  The CRCT measures student acquisition of knowledge, concepts, and skills set 
forth in the Quality Core Curriculum (QCC).  The State of Georgia has changed to the 
Georgia Performance Standards (GPS) in which the CRCT reading tests were based in 
2005-2006 academic school year.  The testing program serves as a dual-purpose 
diagnosis of individual students and program strengths and weaknesses as related to 





Academic achievement of the student and school building data can be obtained from the 
state assessments as well as the CRCT Item Bank System (Georgia Department of 
Education, 1999).  
The Problem of Student Achievement 
 
One of the most pressing problems with urban schools in America is with its 
students who continue to be challenged to achieve academic excellence.  The Georgia 
Governor’s Office of Student Achievement Report Card on Schools indicates that each 
school tends to show variance in student performance on the CRCT.  The population of 
fourth grade students in this school district had the highest percentage of students not 
meeting expectations in elementary schools and was thought to be an important group to 
study in order to identify critical factors that would assist in early intervention.  The State 
of Georgia has a no promotion policy for third, fifth and eighth grade students if they are 
not meeting grade level performance expectations in reading.  The results of selected 
schools of a selected school system are shown in Table 1.  Each school was randomly 
selected and placed with its corresponding percentage of free and reduced lunch and 
reading scores.  The data indicate that the top performing schools tend to have lower free 
and reduced lunch rates than low performing schools. 
 In 1983, the National Commission on Excellence in Education in A Nation at Risk 
reported that student achievement in many American schools was quite low. The report 
indicated that American 13-year-olds finished last in a test comparing science and math 






Fourth Grade Average Reading Scale Scores by Free/Reduced Lunch and by State, 
County, and Schools 
 YEARS 















Georgia 46 45 336 344 
Selected County in Georgia  59 59 328 338 
School 1 3 2 385 379 
School 2 5 4 377 381 
School 3 12 11 372 362 
School 4 35 30 352 374 
School 5 20 19 338 373 
School 6 30 30 352 356 
School 7 38 40 340 364 
School 8 63 63 341 344 
School 9 65 68 321 333 
School 10 90 89 321 334 
School 11 93 93 297 318 
School 12 81 85 324 323 
School 13 79 80 309 334 
School 14 90 94 317 319 
 






through the early 1980s.  Since that time, educational leaders including principals have 
been searching diligently for factors that may contribute to solution.   
The author and researcher Schlechty (1997), in his call for educational reform and 
need for responsiveness and accountability, suggests that “there is a crisis and it is real” 
in urban schools.  Henig, Hula, Orr, and Pedescleaux (1999) believe that urban inner-city 
schools are selling the students short by providing mediocre product, and that the schools 
are facing problems beyond their control.  Schools and teachers are not responsible for 
the economic and family problems that are sources of the deepest indignities.  Because of 
the continued pervasiveness of this problem throughout many urban communities, 
taxpayers are demanding tangible improvements in student achievement and discipline. 
Greene and Foster (2003) believed that high-stakes test results are strongly influenced by 
a variety of factors outside a school system’s control.  These include student family 
background, family income, and community factors.  If policymakers want to isolate the 
difference that schools and educators make in student progress, they need to look at year-
to-year score gains, or “value-added” measures, as part of a high-stakes accountability 
system.  Several other researchers have found that high staff morale correlates 
significantly with superior instruction and effective learning (Ware, 2005). 
Edmonds (1979) and Scheurich (1998) argue with the utility of a correlation 
between socioeconomic status (SES) and student achievement and its implication that 
nothing could be done to improve the performance of poor people’s children.  Instead, 
Edmonds concludes from an examination of two schools with the same socioeconomic 





performance in one school over the other.  If the principal is essentially the critical 
pivotal role for organizing the teachers’ roles to affect student performance, then these 
role functions could be demonstrated on an organizational chart to indicate their 
functional interaction towards student performance.  An instrument that measures these 
interactions could be used to determine the relevant behaviors that principals must 
demonstrate to enhance teachers’ effectiveness with respect to improving school climate 
and student achievement. 
 
The Principal as the Initiating Role in the  
School Organization 
A problem exists in a context field and manifests itself in terms of the 
organizational failure to achieve some expected state and national outcomes.  In a school 
system, the expected outcome by the principal, teachers, students, parents, and taxpayers 
is students meeting or exceeding academic expectations.  The school is structurally 
organized in terms of roles and functions in relation to curriculum, instruction and 
resources to promote this outcome.  The principal in a school is the critical or pivotal 
agent for setting in motions all other roles and functions towards this end.  The No Child 
Left Behind Act (2001) notably raises the issue about school performance and, hence the 
need to examine the role of the principal towards this end.   
In order to examine the role of the principal in initiating planning and instruction 
to enhance teachers’ capability to improve student performance, it is necessary to 
examine the role of the principal in the organizational structure of the school.  The school 





achieve its goal.  Lusi (1997) suggests that reforming schools in the United States 
acquired a new meaning with the publication of A Nation at Risk in 1983.  Two kinds of 
reform efforts followed sometimes referred to as the first and second waves of reform.  
During the first wave, state legislatures and state departments of education (SDEs) 
became more proactive in the school reform process, initially by issuing new edicts 
regarding graduation requirements and instituting new testing of teachers and students.  
In the 1980s and early 1990s, the second wave of reform focused on restructuring.  For 
example, schools were encouraged to change the way they organized themselves for the 
purpose of improving teaching and learning.  
The following organizational chart illustrated in Figure 1 demonstrates the role-
functions of the principal in relation to other roles for affecting student performance.  The 
chart indicates a two-way interaction between roles in terms of human relations and task 
orientation in order to reflect the literature that suggests that both skills are necessary for 
effectiveness (Blake & Mouton, 1978).  In the diagram, the state mandates a standardized 
curriculum for all schools and set the CRCT to measure school performance on the 
curriculum objectives.  Sources for variances in schools’ performance on the CRCT 
could be identified within this organizational framework.  The state’s standardized 
curriculum and CRCT could be a source for variance when the students’ culture, class 
size and free and reduced lunch status might vary.  Hilliard (1976) and Persaud (1977) 












































Figure 1.  Organizational Chart:  Structure in Relation to Roles 
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 The local school board receives a standard curriculum and selects a 
superintendent to develop effective strategies to implement the curriculum in order for 
the district to meet and exceed expectations in terms of the CRCT.  It is the 
superintendent’s responsibility to develop and align roles and functions with the help of 
his/her cabinet to enable associate superintendents to supervise principals for 
effectiveness.  
 The burden of running the school in terms of aligning roles and functions towards 
student achievement is that of the principal, since the associate superintendent is not 
within the school on a daily basis.  The way each principal plays this role is critical for 
enhancing teachers’ capabilities to influence student performance in each classroom. 
Therefore, the teacher in each classroom is in a position to rate a principal’s behaviors on 
dimensions designed to measure effectiveness with respect to student performance. 
Principals are urged to adopt a clinical approach in the supervision of teachers for 
effectiveness.  Morris Cogan, cited in Acheson and Gall (2003), defined clinical 
supervision as a model for conducting observations of a teacher as “the rationale and 
practice designed to improve teacher’s classroom performance” (p. 9).  Cogan believes 
that data should be collected from teachers in the classroom, and that both the teacher and 
supervisor should collaborate to plan programs, procedures and strategies focused on 
moving teachers’ classroom behavior and instruction to a higher level for student success. 
           In the early seventies, the selected metropolitan Atlanta school district used in this 
study was once under court order to desegregate the school system.  By the mid-eighties, 





while the student population had become majority black.  The black community became 
vocal about hiring a diversified faculty as well as more black principals.  In response to 
the community and the district court, the school board instituted a policy of hiring 70% 
white and 30% black teachers in each school, promoting black teachers to principals, and 
requiring teachers in each school to evaluate their principals, using the PAL instrument, 
high on leadership skills to ensure human relations as well as task behavior on the part of 
the principal and, correspondingly, positive climate (Freeman v. Pitts, 1992).  
The PAL was designed to utilize teachers’ opinions on the instrument to inform 
the associate superintendents of the extent teachers’ rate the principal as completing the 
specified behaviors to improve school effectiveness.  The Department of Research and 
Evaluation in a neutral framework administers the instrument so that each teacher could 
respond anonymously.  The Department of Research and Evaluation team submits the 
results to each associate superintendent who engages the respective principals in a 
clinical supervision process.  Each principal was expected to identify weaknesses and 
develop a plan to improve each competency on the instrument and the overall school 
climate.  
Despite the use of such results in the supervision process, schools continue to 
show variation in students’ performance as indicated in the State’s Report Cards.  Parents 
continue to raise issues at open meetings of the school board.  Therefore, it might well be 
that the instrument needs to be examined in terms of its dimensions.  It could be that the 
instrument is too long to be instructive.  Further, many items might be irrelevant and need 





students in the various schools and classrooms tend to have varying characteristics.  
These need to be considered for their influence on teachers’ perceptions of the principals’ 
performance on the dimensions of the instrument.  It could also be that the Research and 
Evaluation Department needs to be strengthened to play a stronger role in the 
superintendent’s cabinet in informing it how to utilize the results.  It would help the 
Research and Evaluation Department to have a more focused instrument for enhancing its 
role. 
Statement of the Problem 
It is proposed to examine whether student achievement is related to the 
dimensions of the Profile for Assessment of Leadership (PAL) such as principal 
leadership skills in: instruction, relating to others, decision-making, organizational 
development, implementing guidelines and evaluation, and school climate as perceived 
by teachers as well as the extent to which teachers’ perceptions might be influenced by 
school demographic characteristics such as free lunch status.  In addition, it is proposed 
to seek out those items in each dimension of the PAL that might relate to school 
performance to reduce the number of items and facilitate the school system in developing 
a more focused instrument.  The PAL instrument was designed to measure the leadership 
behaviors of the school principal and the school climate.  Much of the prevailing research 
suggests that the principal’s leadership has an indirect effect on student achievement, and 
that the principal’s influence is more likely to be a result of his/her leadership behavior in 
affecting school climate.  These variables have not been researched much in relation to 





The research design used in this study sought to systematically determine the relationship 
of the leadership competencies with school climate; school climate with student 
achievement; leadership competencies with student achievement, and the effects of 
school and teacher demographics on school climate and student achievement. 
 
Research Questions 
 The research questions are aligned with the dimensions of the problem statement 
and seek answers to the following research questions: 
 RQ1: Is there a significant relationship between school climate and the other  
  competencies I through V? 
 RQ2: Is there a significant relationship between school climate and each of the  
  selected school demographic variables?   
 RQ3: Is there a significant relationship between student achievement and each of 
  the leadership competencies?   
 RQ4: Is there a significant relationship between school achievement and each  
  subdimension of each leadership competency?   
 RQ5: Is there a significant relationship between student achievement and each of 
  the selected school demographic variables? 
 RQ6:  What leadership competencies and demographic variables will be placed  
  in the same factor as student achievement in a factor analysis of the data?   
 RQ7: In a stepwise multiple regression analysis of the data, what will be the  





 RQ8: In a stepwise multiple regression analysis of the data, what will be the  
  independent variables that explain total number of student discipline  
  incidents? 
 
Significance of the Study 
 The significance of this study can be gauged in reference to the organizational 
chart as follows: 
1. The Department of Research and Evaluation might be able to utilize the data 
 to increase its influence on the superintendent’s cabinet planning strategy for 
 affecting student achievement.  
2. Each associate superintendent could utilize the data to increase its 
 effectiveness in conducting preconferences and postconferences with 
 principals in terms of student achievement.  By knowing from the data which 
 competencies are closely aligned to student achievement, greater emphasis 
 could be placed on such competencies. 
3. Each principal might be able to utilize the data to focus on the critical 
 competencies and dimensions for improving student achievement.  
4. Researchers might be able to utilize the data to gain an insight into the 
 functioning of items designed to influence student achievement and/or learn 
 of what additional studies might be required to improve their insights. 
5. The superintendent should be aware of the data and by knowing weak areas 





Protection of Human Subjects 
 Each respondent is assured as follows: 
1. There is no risk to each respondent, as their anonymity is assured, and there is 
 nothing as far as the researcher is aware that would directly or indirectly cause 
 physical, social or psychological distress. 
2. There are benefits to each teacher, principal and school system in learning 
 what aspects of the instrument are efficient and in obtaining data to focus their 
 attention on fewer more effective items.  
3. Each building administrator and associate superintendent must be concerned 
 that there are too many dimensions and items from which to discern a 
 systematic strategy for proactive action. Everyone in the system must be 
 interested to know what are the competencies, specific dimensions and/or 
 items that are related to school achievement. 
 
Summary 
In 1983, the National Commission on Excellence in Education in A Nation at Risk 
reported that student achievement in many American schools was quite low.  During the 
first wave, state legislatures and state departments of education (SDEs) became more 
proactive in the school reform process, initially by issuing new edicts regarding 
graduation requirements and instituting new testing of teachers and students in the 1980s 
and early 1990s.  Twenty-five years later, the No Child Left Behind Act (2001) notably 
raises the issue of school performance and, hence the need to examine the role of the 





The school is structurally organized in terms of roles and functions in relation to 
curriculum, instruction and resources to promote this outcome. 
If the principal is the critical pivotal element for organizing the teachers’ roles to 
affect student performance, then these roles could be demonstrated on an organizational 
chart to indicate their functional interaction towards student performance.  
The chapter explained that there was a variance in student achievement in each 
school.  These variations might be related to the organizational structure and functional 
relationships of the role players in relation to student performance.  The PAL as an 
instrument was identified in a school system as designed to enable associate 
superintendents to facilitate principals in aligning their roles for school effectiveness. 
However, it is a long instrument (99 items) and there is a need to examine the effective 
dimensions for a more focused use.  The results are proposed to be of significance to the 
Department of Research and Evaluation, the superintendent, supervisors of principals and 
principals in aligning their role and functions to school performance.  Researchers might 






REVIEW OF THE LITERATURE 
 
Student Achievement and Social Background Variables 
 
Researchers have for many years investigated factors that influence student 
achievement.  Many of these studies have produced various findings in terms of 
socioeconomic status, school leadership, curriculum and/or effective teaching as being 
significant factors among others in improving student achievement.  According to a 1998 
Harris poll, 90% of Americans believe that the most important factor in improving 
student achievement is having a well-qualified teacher in every classroom (Sparks, 2000). 
Historically, this conception of teaching effects has changed rapidly.  In the 1970s, many 
argued that teachers did not make a difference in student achievement.  In the 1980s, 
teachers were blamed for the underachievement of American students.  In the 1990s, 
greater attention has been given to teacher quality as a primary determinant of student 
success (Schalock, 1998). 
Coleman (1966) reported that student performance was predicted by 
socioeconomic variables and that school facilities, curriculum and teacher quality did not 
make a significant contribution.  Hess and Shipman (1981) investigated the language skill 
development of black children in relation to their mothers’ occupational status.  The 
sample consisted of upper middle (n=40); upper lower (n=42); lower lower (n=39) and 





administered to both mothers and children.  The study defined upper middle as college 
educated; upper lower as blue collar/high school education; lower lower as unskilled or 
semiskilled/elementary school; and ADC as unskilled or skilled, father absent and public 
assistance.  They found that the higher occupation mothers obtained higher overall verbal 
scores as well as inferential meaning scores than lower occupation mothers. 
Correspondingly, lower class children performed lower than their middle class  
counterparts did.  
It appeared that reading skills were developed in the early years through 
socialization in children’s interaction with their mothers (Bernstein, 1958).  Dare (2006) 
examined student performance and the Preliminary Scholastic Assessment Test (PSAT) 
in a high school in relation to transient students’ number of movements, free lunch status, 
reading performance on standardized (ITBS) in the third grade and eight grade.  In the 
correlation analysis, students’ number of moves was significantly correlated with PSAT.  
In a regression analysis of the data, only third grade reading performance was the critical 
predictor of the PSAT as other variables were excluded from the final model. 
Although it is arguable that socioeconomic status (SES) is a significant factor that 
could be associated with low student achievement, its influence on student achievement 
as either a direct “cause” or an indirect “effect” is debatable.  Ford (1997) found that 
parents who were of low SES and in a minority, when these parents instilled a positive 
focus on achievement along with having high expectation of their children this 
encouraged the students to perform highly.  Allen (2005) and Blackshear (2005) research 





students eligible for free and reduced lunch at the school and student achievement.  Fan 
and Chen’s (1999) research suggests that SES may have less of an effect on student 
achievement in rural schools than in urban schools.  Howley and Bickel (1999); and Lee 
and Smith (1996) found that low SES students are found to perform better, on average, in 
smaller schools, which are more commonly found in rural areas. In smaller schools, the 
relationship between SES and student achievement is weaker. 
Leung and Kwan (1998) found that parenting indirectly affects student 
achievement through motivational orientation, and that similar classroom management 
may produce the same results.  Students respond to their academic environment (Cote & 
Levine, 2000).  In 1994, the Rand Corporation reported on the relationship between 
family structure and student achievement (Grissmer & Flanagan, 1994).  Parents’ level of 
education was the most important factor affecting student achievement.  The students 
with both parents who were college-educated tended to achieve at the highest levels.  
Grissmer and Flanagan (1994) found that income, family size, and the mother’s 
age when the child was born were slightly related to student achievement.  Single-parent 
status was not, by itself, significantly related to achievement levels.  The authors suggest 
that performance in achievement levels between one- and two-parent families is a result 
of other factors including income, family size, and/or the parent’s levels of education. 
Hallinger, Bickman, and Davis (1996) found no direct effects of principal 
instructional leadership on student achievement.  Their results did, however, support the 
belief that a principal can have an indirect effect on school effectiveness through actions 





is influenced by both personal and contextual variables (SES, parental involvement, and 
gender).  The study confirmed that the appropriateness of viewing the principals role in 
school effectiveness through conceptual framework that places the principal’s leadership 
behavior in the context of the school organization and its environment and that assess 
leadership effects on student achievement through mediating variables. 
 
Student Achievement, Teacher, and School Variables 
Research has shown that a disproportionate number of poor and minority children 
tend to be placed into low ability tracks (Hinkle, Wiserman, & Jurs, 1992).  Each year 
many children are retained on the assumption that retention is helpful for those students 
who are immature and/or failing to achieve.  Based on research, Hinkle et al. (1992) 
found these assumptions to be invalid.  They believed that students who are retained one 
grade level have only one chance in fifty of graduating from high school.  Those who are 
retained twice have virtually no chance of graduating. 
According to Tennessee’s “Project Star,” class size had a tremendous effect on 
student achievement.  Small classes were out-performing students in regular and 
regular/aid classes by a wide margin.  Later, the data showed that once these students 
were returned to regular classes, they continued to perform better than those students who 
remained in a regular class size, with or without a teacher’s aid (Mosteller, 1995). 
Many educators today argue that the extensive use of achievement tests has a 
negative effect on academic achievement.  Athos, Coffey, and Raynolds (1975) believe 
that using a multiple choice type format is not effective in measuring complex problem 





communication skills.  Barnard (2005) also maintains that standardized achievement tests 
do not effectively measure such skill as questioning, critical thinking, collaborative work, 
development of a product, or the ability to collect information.  
           Though research has shown that youngsters from lower socioeconomic 
backgrounds are less likely to succeed in school, this does not mean that poor or 
disadvantaged children cannot learn.  However, social class and economic condition are 
important factors related to success and cannot be ignored (Garlington & Shimota, 1994).  
According to Sanders (1999), the single biggest factor affecting the academic growth of 
any population of youngsters is the effectiveness of the individual classroom teacher. 
Sanders based teacher effectiveness ratings on relative year-to-year achievement gains of 
students.  Moreover, Archer (1998) reported that researchers in a Dallas, Texas school 
district have shown that having a less effective teacher can significantly lower a student’s 
performance over time, even if the student later gets teachers who are more competent. 
 According to Dozier and Bertrotti (2000), the barriers to improved teacher 
quality and student achievement include a lack of incentives to teach, low standards that 
contribute to a lack of respect for the profession, bureaucratic practices, and a lack of 
comprehensive strategies.  Many researchers have devised strategies for overcoming 
these obstacles, but many politicians are not convinced that teacher quality equals student 
achievement, thus, prefer to dwell on such issues as vouchers, class size, and high-stakes 
testing (Lave & Wenger, 1991). 
Darling-Hammond (2000) found that policy investments in the quality of teachers 





measures of teacher preparation and certification are the strongest correlations of student 
achievement, especially in reading and mathematics.  In a recent international 
assessment, U. S. students compared favorably with students in other countries in 
reading.  However, in mathematics and physical science, U. S. students do much more 
poorly.  These differences in ranking are similar to the differences in teacher 
qualifications in terms of their preparation and certification across these fields.  
Therefore, it appears that U. S. students perform less than well in the fields in which U. S. 
teachers are least prepared (Cuban, 1998).  Berliner and Biddle (1995) noted that while 
U. S. secondary school students tend to score below the median in international 
assessments of mathematics and science, students in some states score as high as those in 
top-ranked countries in the world while students in others score among the bottom-
ranked.  Students in the United States also perform relatively better in some fields other 
than reading and general science.      
The states that lead the nation in student achievement in math and reading have 
some of the most highly qualified teachers in the country and have made longstanding 
investments in the quality of teaching (Darling-Hammond, 2000).  Many researchers 
have suggested that states interested in improving student achievement should focus on 
the preparation and qualifications of the teachers they hire and retain in the profession. 
Student learning should be enhanced by the efforts of teachers who are more 
knowledgeable in their field and are skillful at teaching it to others (Monk, 1994). 
Sanders and Rivers (1996) conducted a study by administering the Tennessee 





future academic achievement.  The instrument was designed to determine individual 
teachers’ influence on the rate of academic growth for student populations.  The study 
showed that an effective teacher receiving students from a relatively ineffective teacher 
could facilitate excellent academic gain for his/her students during the school year.   
These analyses suggest that the residual effects of relatively ineffective teachers from 
prior years can be measured in subsequent student achievement scores. 
As a result of using the Tennessee Value-Added Assessment System, Sanders, 
Saxton, and Horn (1997) have demonstrated that within grade levels, the single most 
dominant factor affecting student academic gain is teacher effect.  The results of their 
study showed that students who benefited from regular assignment to teachers that are 
more effective have an extreme advantage in terms of attaining higher levels of 
achievement.  
In fairness to all achievement levels, Sanders and Rivers (1996) state that teacher 
assignment sequences should be determined to ensure that no child is assigned to a 
teacher sequence that will be unduly hurtful to his/her academic achievement.  
Regardless of current teacher resources or any other conditions, the administrator should 
ensure that no student is assigned an ineffective teacher more than once, and even then 
ensure that each student so assigned has a highly effective teacher before and after. 
           Van de Grift and Houtveen (1999) stated that the learner clearly requires a strong 
motivational setting.  School leadership does not appear to directly influence student 
achievement.  The authors concluded that the weak relationship between leadership and 





curriculum, amount of instructional time, attentiveness of pupils, opportunities to learn, 
and capacities of teachers. 
Anderson and Pigford (1997) found that efficient and effective schools utilized 
more teacher-student interaction and more small group learning.  The authors state that  
students in these settings perceived their learning environments and teachers more 
positively than students in other settings. 
According to Grobe and Bishop (2001), certain attributes are fundamental to 
promoting student achievement. For students, these attributes are instructional 
methodology, teacher characteristics and specified social conditions within the school. 
For teachers, the essential features are morale, the principal, and student behavior.  For 
the parents, direct involvement, a safe environment, and a nurturing climate are the 
conditions that parents deem necessary for their children to learn successfully.  The 
researchers also administered a survey and found that on the elementary level, students, 
teachers, and parents believed that a safe environment influenced achievement.  Violence 
was not a problem and discipline was consistently enforced.  The middle grade data 
showed that achievement tended to be higher in schools where parents were satisfied with 
their children’s progress.  On the high school level, achievement appeared to be higher 
where teachers, students, and parents believed that discipline was not a problem and 
where parents believed they were given sufficient information about their children. 
Marsden (2005) found that safe and orderly classroom environment and school facility 





Glassman (1994) found that professional treatment by the principal towards 
teachers such as trust and confidence, providing a comfortable and caring environment, 
professional and personal respect, delegation of decision-making, and other attributes 
helped to contribute to student academic achievement. 
Support for the use of technology to improve student achievement is soaring. 
Schools today have a responsibility for preparing children to be productive, contributing 
members of a technological society.  Many educational critics are viewing technology as 
an instructional tool necessary to increase student gains, enhancing the way students 
access and apply information in complex and authentic tasks (Bailey & Griffin, 1995; 
McKenzie, 2000).  Although the nature of education appears to remain conservative, 
experts agree that a more constructivist, student-centered view of learning is most 
conducive to learning (McCombs, 1997).  Administrators who promote technology as a 
tool for collaboration, and simulation for authentic learning experiences can allow for far 




Leadership Style, Teacher Morale, and Student Achievement 
Increasingly the public and other organizations are focusing on leadership and 
looking for accountability.  According to Glickman and Gordon (2004), “A paradigm 
shift toward the collegial supervision model, if it is to succeed, must include a shift away 
from conventional or congenial supervision toward collegial supervision” (p. 7).  In 
addition, his view of supervision includes all of the following: 
1. A collegial rather than a hierarchical relationship between teachers and 





2. Supervision as the province of teachers as well as formally designated 
 supervisors. 
3. A focus on teacher growth rather than teachers’ compliance. 
4. Facilitation of teachers’ collaboration with each other in instructional 
 improvement efforts. 
5. Teacher involvement in ongoing reflective inquiry.  
Bloom and Stein (2004) suggest that small learning communities that focus on 
supporting teacher development through the supervision process can have a 
transformational effect on student achievements.  
Fullan (1991) discovered in his research that “schools operated by principals who 
were perceived by their teachers to be strong instructional leaders exhibited significantly 
greater gain scores in achievement in mathematics than did schools operated by average 
weak instructional leaders” (p. 156).  Farber (1994) found that achievement increased 
with students who were with teachers who demonstrated high morale and decreased with 
students who were in the classrooms with teachers who had low morale.  Sergiovanni 
(1986) identified successful school leadership activities as activities that are directed 
toward the improvement of teaching and learning for students.  The leader assumes an 
active role in the enhancement, but also acts as an enabler of others to function more 
effectively, “one rarely finds an effective school without an effective leader” (p. 7). 
Weindling (1990) found that head teachers in the United Kingdom indicated that the most 
important thing contributing to instructional leadership was the fact that all continued to 





Pajak and Glickman (1989) studied school districts with consistent student 
achievement gains for four years.  They found three major dimensions about the how of 
school improvement present in all school districts: 
1. An instructional dialogue:  Teachers were engaged in a continuous cycle of 
 discussing, planning, implementing, and reviewing curriculum and 
 instruction. 
2. An infrastructure of support: Each superintendent had set up an 
 organizational structure and designed staff responsible for fostering dialogue 
 about improving instruction and student learning. 
3. Varied sources of instructional leadership: Although principals supported 
 instructional efforts, they usually were secondary instructional leaders.  The 
 primary instructional leaders varied from system to system. They included 
 central office supervisors, assistant principals for instruction, department 
 chairs, grade-level leaders, and teams of teachers. 
Browning (2005) found that there is a relationship between teachers’ perceptions 
about student performance and servant leadership style of the principal.  The same study 
also found that there is an inverse relationship with a principal’s servant leadership style 
and student CRCT test scores.  In the context and the nature of goals being pursued, 
Leithwood and Reihl (2003) concluded that leadership has significant effects on student 
learning second only to the effects of the quality of curriculum and teacher’s instruction.  
To learn, students need access to high-quality instruction and a well-crafted curriculum.  





leadership, and that leadership effects appear to be mostly indirect in that leaders 
influence student learning by helping to promote vision and goals, and by ensuring that 
resources and processes are in place to enable teachers to teach well.  Successful 
implementation of models of supervision and effective supervisory behavior by 
instructional leaders and the applicability of research findings could provide momentum 
to school organizations that are investigating ways to improve student achievement.   
 
Leadership, School Climate, and Culture 
 
Important in educating diverse groups of students are a climate of openness to 
innovation, trust and caring among professionals, opportunities for professional 
development, and supportive leadership.  Successful school leaders respond productively 
to the opportunities and challenges of educating diverse groups of students.  School 
leaders can promote equity and justice for all students by establishing school climates 
where patterns of discrimination are challenged and negated.   
Hall (1987) found in an analysis of the perceptions of parents, teachers and 
students regarding the climate of schools was conducted annually in the United States 
from 1979 to 1982 and discovered that the climate of the school was a function of several 
school related factors.  The factors included leadership qualities of principals, teacher-
colleague relations, parent-teacher relations, student-teacher interpersonal relations, 
student-teacher instruction related interaction, school buildings and facilities, and 
student-peer relations.   
Alfred (2000) identified indications of a healthy school climate to include: 





Sergiovanni (1992) and Barth (1990) describe positive school climate as schools with an 
interconnectedness where teachers get along with one another and are bonded in 
commitment to the school and its students.   
There is no one way of achieving school effectiveness.  It is still not known 
conclusively “what distinguishes leaders from non-leaders and strong leaders from weak 
ones” (Bennis & Nanus, 1985, p. 4).  McEwan (1998) states, “A leader’s approach or 
style matters far less than the central project of helping teachers” (p. 27).  In a vertical 
view of the school organizational structure, Smith and Andrews (1989) begin with the 
statement describing the importance of leaders, principals and superintendents agreeing 
as to the role of the leader of the school.  The most important obligation is to build 
structure of relationships within schools so that all children can learn to fulfill the 
obligation; the most important function of educational leadership is to create a good 
school.  By creating good schools, what is meant is that leaders (principals and 
superintendents) use their professional knowledge and skills to foster conditions where 
all children can grow to their full potentials.  It is the job of the principal to keep focused 
on activities that pave the way for high student achievement empowering the teachers and 
other support staff. 
Deal and Kennedy (1983), writing on educational leadership, see school culture 
and capacity building as the prime responsibility of the leader rather than anyone else.  
Schein (1992) defines the culture of a group or organization as “assumptions and beliefs 
about the world, the nature of time and space, human nature, and human relationship” (p. 





environment and determine how to respond to it, thereby reducing anxiety, uncertainty, 
and confusion” (p. 330).  Barth (1990) notes 
 School leadership is heavily influenced by the culture of the school 
system.  The more the taboos, the overt and covert reward systems, and 
the quality of personal relationships are far more significant than the 
organizational chart on the wall of the school committee room.  Just as the 
culture of the school has a far more powerful effect on the growth of the 
faculty, than contrived attempts at in-service training, the culture of the 
system has a far greater influence upon the effective leadership of leaders 
than administrative workshops.  (p. 202) 
The leader in his/her interaction with teachers, the community and the students 
not only influences the climate of the school, but also significantly influence the culture.  
Their behavior and disposition promote a professional and continuous learning 
community.  Sergiovanni (2000) states: 
 Culture is an important factor in improving schools.  The heart and soul of 
school culture is what people believe, the assumptions they make about 
how schools work and what they consider true and real.  Factors in turn 
provide theory of acceptability that let people know how they should 
behave.  Underneath every school culture is a theory and every school 
culture is driven by a theory.  Effort to change school culture inevitably 





Fullan (1997) in his book, What’s Worth Fighting for in the Principalship, 
emphasizes the importance of establishing a professional culture by stating in addition to 
concrete curriculum projects, the leader must pay attention to the professional culture of 
the school focusing on the interrelationship among curriculum, instruction, and 
assessment through fostering a professional learning community.   
         Leadership style of the school administrator has been researched as a major factor 
that contributes either positively or negatively to the organizational effectiveness in terms 
of climate and morale. Yukl (1998) suggests that most central administrators’ staff and 
superintendents both agree that effective leaders are also able to build relationships with 
people, establish a climate conducive to learning, understand what is expected of him/her 
and is able to blend management and leadership behavior, creating a best situation in the 
four frames (Bolman & Deal, 2003).  In effect, there is congruence between the 
administrators’ perceptions and the teachers’ perceptions in terms of leaders being 
instructional leaders and promoting and implementing change that improves teaching and 
learning.   
Yukl (1998) states that in reality it depends on the circumstances and the 
perceptions of those wanting the change to take place, as well as those affected by the 
change (contingency theory).  Then, the need for leaders to communicate and be 
relationship builders is created and the need for knowledge of teaching practice is 
paramount.  It is believed by many teachers that the principal’s leadership behavior helps 
to set the climate of the school.  Conley and Goldman (1994), Barnard (2005), Burns 





willing to listen to the problems and ideas of stakeholders.  It was found by these 
researchers that there was a positive relationship between the teachers’ perceptions of 
their principal’s leadership behavior and teacher morale.  Ontjes (1974) found that 
teachers who associated with idiographic principals were significantly less satisfied than 
teachers associated with transactional principals and nomothetic administrative behavior.   
Galloway (1975) studied the relationship between the leader behavior of 
elementary school principals in Mississippi and the morale of teachers.  The Leadership 
Behavior Description Questionnaire (LBDQ) and the Purdue Teacher Opinionative 
(PTO) were the instruments utilized for this study.  The analysis revealed that there was a 
positive relationship between the teachers’ perceptions of the principal behavior and the 
morale of the teachers.  Consideration was the best predictor of overall morale. 
Baldwin (1979) examined the relationships between principals’ and teachers’ 
perceptions of the role of principals and the morale of teachers in secondary schools. 
Baldwin found that the leadership behavior of principals affects the morale of teachers.  
In fact, Baldwin found that teachers associated with the transactional principals had 
significantly higher morale levels than those supervised by the idiographic/nomothetic 
behavior patterns. 
Jefferson (1981) examined the relationship between the morale of teachers, 
principals’ attitudes towards people, and teachers’ actual and preferred involvement in 
educational decision-making in the Chicago Public Schools.  Jefferson found that there 
was a positive relationship between teachers’ morale and teachers’ actual preferred 





between human nature and teachers’ morale, nor was there a significant relationship 
between human nature and participation in educational decision making. 
McKee (1993) found that the attitude of the principal was an important aspect of 
establishing and maintaining effective leadership in the schools.  The research determined 
that attitude towards the evaluation process was the most significant factor of all of the 
variables examined in effecting perceived behavioral improvement as measured by the 
PAL gain scores.  The following six leadership competencies on the PAL were 
significantly related to attitude:  relation to others, effective communications, decision 
making, time-on-task, planning and organizing, and expectations of others. 
Vernadine (1997), who has investigated teacher morale in terms of 
administrators’ management styles, maintains that principals who effectively define their 
school’s mission, manage the school’s instructional program well, promote a positive 
climate for student learning, and invite teachers to collaborate on important decisions 
have greater impact on teacher morale.  The behavior of the principal as a designated 
leader determines school success.  The leader’s attitude towards his/her school and 
expectations for success outweigh the leader’s training experiences and personal 
characteristics (Edmonds, 1988, p. 124).   
According to Terry (1993) and Sergiovanni (1994), leadership is much more than 
simple behaviors.  It is an interaction among individuals within a cultural perspective.  
The leader must have a vision that includes a challenge, achievable goals, and which 
benefits the participants of the organization.  Furthermore, Blasé (1987) states, “effective 





related competencies” (p. 608).  Bolman and Deal (2003), Schein (1992), and 
Sergiovanni (1994) agree on the important concept of the nature of relationship defining 
leadership and come to the conclusion of leaders leading schools by emphasizing 
relationships more so than rules, tasks or structure. Yukl (1998) and Schneider, Walker, 
and Spraque (2000) suggest that most central administrators’ staff and superintendents 
agree that effective leaders are able to build relationships with people, establish a climate 
conducive to learning, understand what is expected and is able to blend management and 
leadership behavior creating a best situation in the four frames: political, structural, 
symbolic, and human (Bolman & Deal, 2003).  Glickman (2004) stated the success of a 
school depends on supervision, because it is the function that draws all the elements of 
instructional effectiveness into whole-school action.  In order to foster student 
achievement in the classroom, there must be in place an effective supervision model 
outlining specific supervisory behaviors. 
A principal's ability to create a positive school climate and culture can affect 
teacher morale.  As Adams (1992) states, "Principals, who control many of the 
contingencies in the work environment and are the source of much reinforcement for 
teaching behavior, are the keys to improving the morale and self-esteem of teachers"   
(p. 343).  Bolman and Deal (2003) found a strong relationship between an open climate 
and leaders who were high in both the dimensions of consideration and initiating 
structure.  Others studies have likewise underscored the importance of the leadership 
style of the leader to the development of a positive school climate (e.g., McEwan, 1998; 





the school climate is the reflection of the quality of human interactions in the school, the 
leadership practice of the leader is an important factor in building an open facilitative 
climate at all levels.  The new practices of leadership can be framed around three 
concepts: creating a climate of participating or collaborative practices within the 
organization, shaping and sustaining a common vision of performance outcomes, and 
cultivating a community of learners composed of all stakeholders (Barth, 1990).   
The above review of literature concentrated mainly on opinions about the 
leadership in relation to school climate and culture.  These variables have not been 
researched much in relation to student achievement while controlling for school 
demographic variables and student SES.  The variables considered are also not 
systematically aligned to form a coherent set of behaviors that a leader could perform to 
obtain positive school climate and culture or to demonstrate that such behaviors would 
affect student achievement.   
 
Student Achievement and School Reform Variables 
The current reform movement is often traced to the 1983 publication of A Nation 
at Risk, issued by the National Commission on Excellence in Education.  This was the 
first of many reports that, according to Orlich (1989), called for fundamental changes in 
both the way students and teachers learned and were evaluated.  During the 1980s and 
1990s, candidates campaigning for governorships highlighted education and touted their 
plans to give their states better schools (Bell, 1993).  Since the publication of A Nation at 
Risk, every state has implemented higher standards for all students and teachers (Clinton, 





introduced to ensure the quality of instruction in the public schools (Chance, 1992).  Bell 
(1993) noted that the reform initiative programs of the early and mid-80s had not worked 
and advocated that we should try to redesign the entire approach to teaching and learning. 
Many of the educational reformers noted that alleviation of teacher stress and burnout 
depended upon the leadership of the principal at the building level (Blasé & Kirby, 1992; 
Hersey & Blanchard, 1988). 
           Calweti (1993) and Lange (1993) agree that the schools’ mission in restructuring 
provide students with intellectual tools and social skills to cope with complex human and 
technological problems.  Their definition of restructuring means redesigning the various 
components of a system to produce better results.  Then the first three of Cawelti’s seven 
critical elements are how the curriculum is organized in terms of improved learning 
assessment and changes of standards and integration of the curriculum.  The other two 
restructuring elements are within the organization (site-based management and block 
scheduling) affecting the schools’ operations, improving accountability, and organizing 
instruction.   
Cawelti (1993) conducted a national study of high school restructuring.  He 
created a schema of seven restructuring elements that high schools were using and noted 
that very few were simultaneously employing the elements.  The seven elements were 
performance standards, authentic assessments, interdisciplinary curriculum, school-based 
shared decision-making teams, block scheduling, community outreach and instructional 





achievement and helped students derive greater meaning from their instructional 
experiences.  
 
Effective Leadership and How to Assess It 
The concern has always been where to spend time, and having the need to be 
efficient managers and efficient instructional leaders.  Merely understanding the problem 
has not helped the leader cope with the challenge.  Rost (1991) states: 
The research has not always brought about changes in the way leaders do 
their job.  Many leaders know what to say about leading a school, though 
they may not know how to actually do it.  In fact, researchers have 
reportedly noted a mismatch between what leaders profess and what they 
practice.  (p. 26) 
 Yukl (1998) states that there is no simple answer to the question of how to 
evaluate leadership effectiveness.  The decision or determination of effectiveness lies with 
the person’s perception of what is effective.  The leaders’ leadership behavior has been a 
subject of discussion since the early 1960s.   
Leadership literature supports the need for leadership, and researchers concur that 
a leader needs to be present and visible in a productive school climate.  Despite thousands 
of empirical studies yielding hundreds of definitions of leadership, there is still no 
consensus about it.  It is still not known conclusively “what distinguishes leaders from 
non-leaders and strong leaders from weak ones” (Bennis & Nanus, 1985, p. 4).  Many 
experts in the field of education define leadership differently or identify it by style.  





project of helping teachers” (p. 27).  Sergiovanni (1986) identified successful school 
leadership activities as activities that are directed toward the improvement of teaching 
and learning for students.  The leader assumes an active role in the enhancement, but also 
acts as an enabler of others to function more effectively, “one rarely finds an effective 
school without an effective leader” (p. 7). 
 
Organizational Collaboration, Decision Making, and Planning 
Shillington (1994) has a survey of middle level principals and teachers 
participating in teams, and derives four components for promoting team development: 
including all participants in teamwork analysis, increasing communication about teams, 
using personality preference information and improving team preparation.  Shillington 
(1994) concludes, “Maximum team development requires participants analyzing the 
phase of development of their team and identify procedures to improve team functioning” 
(p. 48).  Deal and Peterson (1994) suggest an administrative activity structure where there 
is “collaboration among all professionals in the building,” which would demonstrate that 
administrators appreciate the “expertise of teachers as colleagues capable of analyzing, 
designing and delivering the curriculum-in-place in their own building.”   He further 
suggests a sequenced staff development program with teachers collaborating, providing 
time for them to think about important curricular and instructional strategies. 
           Blake and Mouton (1994) contended that the team management approach brings 
out all concerns, avoids crises, and helps subordinates develop the competencies essential 
for effective participation and more action that is informed.  They argued further that this 





of final decisions.  Objectives cannot be committed more clearly than when all have 
participated in their development. 
As a collaborative process, school planning should include overlapping 
workgroups.  Likert (1961) states that overlapping workgroups “enhance” groups’ 
motivation to (a) accept goals and decisions of the group, (b) seek to influence the goals 
and decisions of the group so that they are consistent with their own experiences,  
(c) communicate fully with other group members, and (d) help implement group goals 
and decisions (p. 104).  In effect, a leader should assign overlapping membership or a 
means of knitting groups together.  In addition, Likert suggests that, “Those with 
leadership roles in one group follow in another group; that the leader or principal should 
model the interdependence or activities used in the group” (p. 104). 
Collaboration is the core of school planning.  Just how effective school planning 
is depends on how well the group is able to translate goals into performance objectives, 
objectives into strategies, and strategies into specific activities.  First, an assessment is in 
order to see if the organization is ready for change.  When evaluating an organization’s 
readiness for change, complexity of change, implementation or adoption of the change 
and empowerment of the stakeholders – all have significant roles in a leader’s decision 
for an innovation. 
Leithwood and Riehl, (2003), suggest that the rise in different kinds of policies 
designed to hold schools more accountable presents challenges and opportunities that 
require effective responses from educational leaders.  Leadership practices may include 





accountability mechanisms.  Strategic planning is a process where schools are required to 
have school improvement plans for accountability purposes; school leaders pay special 
attention to monitoring school performance and developing concrete plans for 
improvement. 
The leader or principal is no longer alone in the business of planning, scheduling, 
establishing or monitoring the vision of the school or organization.  As Erlandson (1996) 
continues, “Every teacher, secretary, custodian, parent and student (all the stakeholders) 
who joined in determining the destiny of the school or organization is now a source of 
additional information, another set of eyes and ears to monitor the implementation of the 
plan that guides that destiny, and another source of energy to make it work” (p. 20).  In 
effect, team leadership is responsible for creating an atmosphere that supports the campus 
plan organizing process or a “Model II” environment (Erlandson, 1996).  Campus 
planning involves the following factors:  coordination or the master schedule, scheduling 
the flow of activities, establishing procedures or regulate activities, monitoring projects to 
meet deadlines, and empowering the process in appropriate places.   
Complexity of change is represented by definition and causes that Erlandson 
(1996) lists as: awareness, interest, evaluation, trial and adoption.  Another related 
educational reform model involves adoption.  The Concerns Based Adoption Model 
(CBAM) by Hall and Hords (1987) identifies three dimensions for diagnosing the 
possibility of change in a particular context or school: stages of concerns, levels of use 





When a complex change process is analyzed using models, the school leader will 
significantly increase understanding of the change process and the impact on 
implementation of goals.  Moreover, implementation is important in making sure that all 
of the stakeholders are empowered to speak and act in support of the school’s vision, or 
as Erlandson (1996) states,  
What is built into the change process is an internal commitment on the 
 part of every student to the vision of the school, to the implementation of 
 that vision and to the monitoring of that implantation to ensure that it 
 works.  (p. 155)   
Thus, a learning organization is created with communication and collaboration at 
the core.  Silins and Mulford (2002) suggest that both leadership and 
organizational learning have been shown to influence what happens in the core 
business of the school; the teaching and learning.  They influence the way 
teachers organize and conduct their instruction, their educational interactions with 
students, and the challenges and expectations teachers place on their students. 
 
Leadership and Perceptions 
Williamson (1981) conducted a study to determine if there were significant 
differences between the perceptions of elementary teachers and secondary teachers 
concerning the leadership behavior of the unit principal in Alabama.  The Leadership 
Behavior Description Questionnaire (LBDQ) (Halpin, 1957) was the instrument used to 
conduct the study.  It was designed to measure leader effectiveness in terms of initiating 





leadership behavior was perceived similarly by elementary and secondary school 
teachers; (b) the age of the teachers and their professional and academic experiences did 
not appear to influence their perceptions; and (c) the principal’s age did not significantly 
influence the perceptions of the teachers.  
Grimes (1982) analyzed the perceptions of the leadership styles of randomly 
selected male and female elementary principals in Illinois in order to determine if they 
behaved differently as leaders.  Based on the perceptions of male and female teachers, 
female and male principals did not behave differently as leaders; therefore, Grimes 
concluded that gender was not a significant factor in determining the leadership behavior 
of elementary principals.  East (1991) conducted a study to investigate the leadership 
styles of selected female and male elementary school principals in Florida.  The Hersey 
and Blanchard’s Leadership Effectiveness Adaptability Description instrument was 
utilized.  The study did not reveal a statistically significant relationship between the 
principals’ perceptions of their leadership styles and the teachers’ perceptions of the 
principals’ leadership styles.  The study showed that the majority of the principals 
perceived their leadership behavior as High Relationship, Low Task.  Prince (1976) 
studied leadership behavior; his study differed from the previous two studies in that he 
endeavored to determine if there were a difference in the leadership behavior of male and 
female principals as perceived by the teachers with various levels of teaching experience 
in Los Angeles County, California.  The results revealed that teachers with various levels 
of teaching experience did not perceive a significant difference in the leadership styles of 





Legislative Acts Affecting Leadership Behavior and  
Planning Practices 
The No Child Left Behind Act is said to provide an excellent opportunity for states 
and educators everywhere to prepare strategies to address the expectancy issue of having 
each state establish minimal levels of high school proficiency in core courses (English, 
math, and science) that every high school student is expected to reach by 2013-2014.  
The high schools are expected to create definitions of proficiency or practices along with 
the school district’s report of annual yearly progress.  The act will cause educators and 
policy makers to rethink leadership expectations, organizational administration, 
curriculum, instructional and support services needed to meet required levels of 
proficiency.  According to the act, definition of proficiency should indicate student 
readiness for the world of further education and skilled employment.  As the thrust of the 
act has been interpreted, choosing between rigor or innovation, or avoiding a rigorous 
school climate all together is not as important as giving options where multiple pathways 
are created and corresponds to differences in student interests, aspiration and talents to 
meet the common goal of proficiency or effectiveness needed to advance in the world of 
education and employment.   
Since the NCLB Act, there has been a considerable increase in emphasis on 
campus planning in recent years because of accountability, adequate yearly progress or 
overall effectiveness focus.  Yet, some organizations have refrained from adopting the 
plan because certain elements of the plan are difficult to implement.  Erlandson (1996) 





campus plan is a public annual document prepared by using a collaborative process.  The 
plan contains a limited number of achievable organizational goals and objectives.  The 
goals and objectives are contained in the strategic plan.   
 
The Leadership Team and Effective Schools Characteristics 
In a school setting, the components or members engaged in teamwork are 
administrators, teachers, students and parents.  Discussing the thinking and operating of 
the participants in an effective school, Leithwood (1992) identified the following as 
characteristics of the empowered leader:  furnishes both educational leadership and 
management direction; originates, executes and institutionalizes changes that results in 
empowerment in achievement and opportunity; creates a sense of purpose and direction 
through well-developed goals; recognizes and accepts expertise of others, furnishes 
students, staff, parents and other community persons with opportunities for input in 
decision making; and communicates interactively and successfully with staff and 
members of the community. 
Ubben and Hughes (2001) indicate that most effective schools have strong 
creative principals who work with their administrative teams in the following ways: 
setting the agenda and forming needed advisory groups and coalitions; creating a positive 
image for the schools; pursuing autonomy for themselves and the schools; delegating 
authority at all levels; bringing in innovative projects, training opportunities and new 
resources to their schools; anticipating impending issues and changing and planning and 





According to Reyes and Wagstaff (2004), in their article entitled “Leadership, 
Students, and Successful Teaching and Learning,” they suggest that leadership is one of 
the most powerful intervening variables in schools which can determine whether schools 
are successful.  According to Findley and Findley (1992), an effective school is based on 
the instructional leadership of the principal.  Ubben and Hughes (cited in Findley & 
Findley, 1992) claim “Although the principal must address certain managerial tasks to 
ensure an efficient school the task of the principal must be to keep focused on activities 
which pave the way for high student achievement” (p. 102). 
According to Davis (1998), a leader has to know what needs to be done and how 
to go about doing it.  A leader must have a vision.  Developing this vision requires time, 
care, and inclusion of others in the process.  
According to Douglas McGregor (2005), behind every managerial decision are 
actions or assumptions about human behavior.  Thus, he identified two management 
styles, Theory X and Y, which are based on the manager’s perceptions of human 
nature/human behavior.  In Theory X, the leader has the following views of human 
nature: 
1. People dislike work and will avoid it if they can. 
2. Because people dislike work, in order to achieve organizational goals, they 
must be coerced, controlled, directed and threatened with punishment. 
3. Since the average person lacks ambition and is irresponsible, he wants to be 





            Theory X suggests that supervisors should control, coerce, and use a great deal of 
power over workers.  McGregor believed that Theory X is not an adequate motivator 
because it ignores the personal needs of workers. 
           In Theory Y, McGregor (1960) also recognized the social and emotional needs of 
the worker.  He believed that the administrator who supports the assumptions of Theory 
Y would tend to be a facilitator and a supporter.  Theory Y suggests the following: 
1. People do not mind working and will exercise self-direction and self-control 
when committed to objectives. 
2. Commitment to objectives is contingent upon the rewards associated with 
achievement. 
3. Under proper conditions, most people accept as well as seek responsibility.  
In Theory Y, people tend to think about leadership more in terms of collaborating 
with others to reach organizational goals and achieve the organizations’ mission, sharing 
enthusiasm, and providing help in problem-solving matters (Owens, 2004).   
A leader can also be characterized as being either task-focused or follower-
focused.  A task-focused leader initiates structure, provides the information, determines 
what is to be done, issues rules, promises rewards and threatens punishment for 
disobedience.  The task-focused leader uses his power to obtain compliance with what the 
leader has decided (Owens, 2004).  The follower-focused leader is the opposite. 
Terry (1993) and Sergiovanni (1994) assert that leadership is not so much a set of 
rules or behaviors as it is the human interaction that determines the effectiveness of the 





vision attracts commitment and energizes people, it creates meaning in the worker’s life, 
it establishes a standard of excellence, and it bridges the present and the future.  Burns 
(1978) asserts that leadership raises the follower’s level of moral reasoning, and that 
transformational leadership occurs when one or more persons engage with others in such 
a way that leaders and followers raise one another to higher levels of motivation and 
morality.  Leaders must create a consensus on purpose and practice that serve as moral 
standards for everyone in the school (Sergiovanni, 2000).  Sergiovanni also argues that 
principals go astray when they treat their schools as formal organizations rather than as 
living communities.  Research by Moore-Johnson (1998) similarly suggests that 
educational leadership is built on virtues such as honesty and respect.  She found that new 
superintendents established their credibility by initially listening and learning before 
making judgments or imposing solutions. 
 
Summary 
The overwhelming body of research suggests that principal leadership has an 
effect on student achievement indirectly through the principal’s attitude; setting 
expectations; initiating structure through policy, practices and procedures; leadership 
style; relationships; instructional leadership and school climate.  Many researchers 
believe that school climate is a more significant factor in producing effective schools and 
student achievement, factors like openness to innovation, trust and caring among 
professionals, opportunities for professional development, and supportive leadership. 
Some studies that have been conducted by researchers show that school context 





education, family size, parental involvement, effectiveness of the individual classroom 
teacher, quality of curriculum, amount of instructional time, attentiveness of pupils, 
opportunities to learn, and capacities of teachers have significant influences on student 
achievement. 
Many studies have found that teacher satisfaction, quality and productivity are 
more likely to directly affect student achievement than principal leadership, and that 
a lack of incentives to teach, low standards that contribute to a lack of respect for the 
profession, bureaucratic practices, and a lack of comprehensive strategies are barriers to 








This study utilized data from the selected school system’s Profile for Assessment 
of Leadership (PAL) instrument’s six dimensions (measured in terms of the principal’s 
instructional leadership, interpersonal skills, decision-making, school facilities planning 
and organization, implementing guidelines and evaluation skills, and the school’s climate 
as perceived by teachers to explain school achievement (as measured by the Georgia 
CRCT fourth grade reading score).  Further, the study investigated the influence of the 
following demographic data on teachers’ perceptions:  percentage of students eligible for 
free and reduced lunch, total number of discipline incidents, total number of retained 
students, absenteeism, enrollment, teacher average years of experience, administrator 
average years of experience, principal gender, and principal tenure.  It is expected that the 
instructional and evaluation skills will influence school performance more than the other 
variables (Edmonds, 1979), and that the demographic variables will have no significant 
influence on teachers’ perceptions.  It is also expected that some items, more than others, 
might be more influential than others in explaining student achievement.  These 
relationships are outlined in Figure 2 to illustrate the direction of the relationships and to 

















































Competency I:   
Instructional Leadership Skills 
Competency II:   
Interpersonal Skills 
Competency III:   
Decision-Making Skills 
Competency IV: 
Facilities Planning Skills and 
Student Behavior 










School Demographic Variables: 
 
• Percentage of students eligible for free and reduced lunch 
• Total number of discipline incidents 
• Total retained students 
• Absenteeism 
• Enrollment 
• Teacher average years of experience 
• Administrator average years of experience 
• Principal gender 






The PAL was designed to allow the administrator’s staff to assess a list of 
observable behaviors:  how well he/she works and communicates with people, how visible 
he/she is, and the climate he/she established in the school.  The PAL is organized in the 
following subcompetencies:  
  1. supports collaboration among faculty and staff; 
  2. communicates instructional expectations;  
  3. models good personal communication skills;  
  4. organizes and implements an effective communication system;  
  5. demonstrates positive work ethic through verbal and nonverbal   
 communications;  
   6. assigns personnel within the school to make optimum use of their strengths;  
  7. protects student learning time;  
  8. encourages effective use of instructional materials and equipment;  
  9. encourages professional improvement of faculty;  
 10. demonstrates behavior which promotes positive relationships;  
 11. demonstrates ability to manage conflict;  
 12. maintains integrity;  
 13. is willing to make decisions;  
 14. makes sound decisions;  
 15. organizes and maintains facilities;  
 16. implements procedures for ensuring that student behavior meets school  





 17. adheres to evaluation guidelines for teacher;  
 18. contributes to a positive teacher evaluation process; and 
 19. school climate.  
 The PAL instrument is not related to job-description duties, and the instrument 
does not ask respondents for an opinion about or a rating of the administrator’s 
performance.  The items on the PAL are derived from a body of research on behaviors 
common to successful school and business leaders. 
 
Definition of the Variables 
 Competency I Instructional leadership assessed the extent to which the principal 
demonstrated collaborative and appropriate communication skills in setting high 
expectation for students’ performance, protecting time on task, assigning work 
appropriately, providing resources appropriately, and encouraging effective use of 
curriculum materials and staff development (items 1-47). 
 Competency II Interpersonal skills assessed the extent to which the principal 
demonstrated human relation skills in terms of sensitivity, courtesy, impartiality and 
prevent and/or resolve conflicts effectively (items 48-61). 
 Competency III Decision-making skills assessed the extent to which the principal 
demonstrated skills in reviewing decisions based on data, making timely decisions, and 
providing reasons, etc (items 62-69). 
 Competency IV School facilities and student behavior assessed the extent to which 





facilities in a clean, orderly, safe manner and implementing procedures for maintaining 
proper student behavior (items 70-77). 
 Competency V Teacher evaluation assessed the extent to which the principal 
demonstrated skills in preevaluation conferences, observations of teaching and in 
postevaluation conferences and in quality of feedback and follow-up following the state 
instrument and guidelines (items 77-88). 
 Competency VI School climate assessed the extent to which teachers in a school 
enjoy the work environment and are proud of their principal, fellow teachers, students and 
parents (items 89-99). 
 
School Demographic Variables 
 Percentage of students eligible for free and reduced lunch:  The percentage of 
students who are eligible for free and reduced lunch during the 2004-2005 academic 
school year.  This is used to measure socio-economic status of the school student 
population. 
 Discipline incidents:  The total number of discipline incidents that occurred in a 
school during the 2004-2005 academic school year. 
 Retained students:  The total number of students who were retained in a school 
during the 2004-2005 academic school year. 
 Absenteeism:  The percentage of students who were absent five or fewer days, 






 Enrollment:  The total number of students who were in a school during the 2004-
2005 academic school year. 
 Teacher average years of experience:  The average years of experience of all 
teachers in a school who were employed during the 2004-2005 academic school year. 
 Administrator average years of experience:  The average years of experience of all 
administrators in a school who were employed during the 2004-2005 academic school 
year. 
 Principal gender:  The gender of the principal at the school at the time of the PAL 
administration 2005-2006 academic year. 
 Principal tenure:  Indicates if a principal is the same principal during the 2004-
2005 and 2005-2006 academic school years. 
 Student achievement:  Student achievement is the score computed using the 2005-
2006 academic year percentages of students who met and exceeded expectations on the 
CRCT reading test minus the percentage of students who met and exceeded expectations 
on the CRCT reading during 2004-2005 academic school year. 
 
Assumptions Underlying the Articulation of the Selected Variables 
 
The researcher utilized the fourth grade students’ performance on the CRCT in 
reading to examine the extent to which students’ performance was influenced by 
Competency VI school climate and Competencies I to V when controlling for the school’s 
demographic variables, such as percentage of students eligible for free and reduced lunch, 





enrollment, teacher average years of experience, administrator average years of 
experience, principal gender, and principal tenure. 
         The leadership interaction with teachers around the six competencies in the culture 
of a school could be explained by reference to Getzel and Guba’s (1957) social system 
model shown in Figure 3.  In the diagram, the principal is expected to focus on 
interpersonal skills while conducting the various competencies to improve climate and 
thereby improving student achievement.  If the principal focused on interpersonal 
relationships (Competency II) only, the climate (Competency VI) might be improved but 
since teachers were not involved in decision-making (Competency III), there was no 
direction on such competencies as instructional leadership (Competency I), school 
facilities planning  (Competency III) and evaluation (Competency V), the competencies 
relation with school achievement on the CRCT (Criterion-Referenced Competency Tests) 
might be low unless the demographic variables could explain variation.  If the principal 
was low on interpersonal skills (Competency II) and did not involve teachers in decision-
making process (Competency III) about the direction on such competencies as 
instructional leadership (Competency I), school facilities planning (Competency III) and 
evaluation (Competency V) both school climate (Competency VI) and student 
achievement in reading on the CRCT might be low unless the demographic variables 
could explain variation. Getzel and Guba’s (1957) model suggests that the principal 
should be high on both human relationships and task relationships in order for teachers to 
be productive in improving student achievement.  Blake and Mouton (1994) in their 
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Figure 3.  Principal Leadership Competency and School Performance: 
Application of Getzel and Guba’s Social System Model  
 
 
leadership design in which he/she emphasizes both high relationships in order to enhance 
teachers’ productive relationships.  According to Lewin, Lippitt and White (1939), both an 
authoritarian and a democratic leader could be productive. In their study, the authoritarian 
leader was dictatorial and the democratic leader was participatory, while both groups were 
productive in completing the same task.  The reason was both leaders had the correct way 
of planning the task.  However, the democratic leader’s group was cohesive, thereby 
demonstrating a positive climate while the laissez-faire leader’s group dissipated after the 
experiment.  The laissez faire leader’s group dissipated without completing the task.  It 
would appear from this study that in a condition where neither the principal nor teachers 
know how to conduct the task, participatory planning might be useful. 
Maslow’s (1943) hierarchy of needs support the view that every teacher has a need 
for acceptance and recognition and to feel belong as the fundamental basis for self-
actualization.  Therefore, it is expected that the involvement of teachers in decision-





effecting change and hence their ratings of the school climate.  In this framework, since 
teachers are involved in decision-making, it is expected that the demographic and school 
variables might not have any impact on teachers’ perceptions. 
 Leithwood and Reihl (2003) conclude that major findings from research on school 
leadership allow the following claims: 
 Leadership has significant effects on student learning second only to the 
 effects of the quality of curriculum and teacher’s instruction.  To learn 
 students need access to high-quality instruction and a well-crafted 
 curriculum.  After that, students benefit most of all from the positive 
 effects of strong school leadership.  (p. 2) 
The leader’s attitude towards his/her school and expectations for success outweigh 
the leader’s training experiences and personal characteristics (Edmonds, 1988). Similarly, 
Squires and Sinclair (1990) suggest that the leadership of the school, particularly the 
principal, plays a critical role in positive schools’ outcomes.  In other words, instructional 
leadership skills and school effectiveness are intertwined.  Such leaders organize the 
school so that teachers maximize student involvement and success by reinforcing an 
academic emphasis, an orderly environment and success expectations from students and 
staff.  The leader reinforces these norms by modeling desired behaviors, providing 
appropriate feedback and generating a consensus about the purpose of the school.  
Glickman (2004) states that the success of a school depends on supervision, because it is 
the function that draws all the elements of instructional effectiveness into whole-school 





 The research has not always brought about changes in the way leaders  
do their job.  Many leaders know what to say about leading a school, 
 though they may not know how to actually do it.  In fact, researchers have 
 reportedly noted a mismatch between what leaders profess and what they 
 practice.  (p. 26)   
Research Questions 
 
 RQ1: Is there a significant relationship between school climate and the other  
  competencies I through V? 
 RQ2: Is there a significant relationship between school climate and each of the  
  selected school demographic variables?   
 RQ3: Is there a significant relationship between student achievement and each of 
  the leadership competencies?   
 RQ4: Is there a significant relationship between student achievement and each  
  subdimension of each leadership competency?   
 RQ5: Is there a significant relationship between student achievement and each of 
  the selected school demographic variables? 
 RQ6: What leadership competencies and demographic variables will be placed  
  in the same factor as student achievement in a factor analysis of the data?   
 RQ7: In a stepwise multiple regression analysis of the data, what will be the  





 RQ8: In a stepwise multiple regression analysis of the data, what will be the  
  independent variables that explain total number of student discipline  
  incidents? 
Summary 
 
 It is expected that the instructional and evaluation skills will influence school 
performance more than the other variables (Edmonds, 1979) and that the demographic 
variables will have no significant influence on teachers’ perceptions.  The leadership 
interaction with teachers around the six competencies in the culture of a school could be 
explained by reference to Getzel and Guba’s (1957) social system model.  The principal is 
expected to focus on interpersonal skills while conducting the various competencies to 
improve climate and thereby improving student achievement.   
The principal as leader is most effective when he/she practices collaboration and 
participatory planning.  It is expected that the involvement of teachers in decision making 
by the principal would enhance teachers’ feeling that they have a say in effecting change 
and hence their ratings of the school climate.  In this framework, since teachers are 
involved in decision-making, it is expected that the demographic and school variables 








Permission to Conduct the Study 
Formal permission to conduct this study in the school district was obtained from 
the district’s Director of Research and Evaluation.  The school system’s name was not 




            The research is an ex post facto survey design in which correlation analyses were 
conducted on a purposive sample.  The sample population consisted of 98% of all 
elementary schools in the school district and 99% of all the teachers of those schools, 
excluding only one school because of the absence of a leadership assessment during the 
2005-2006 school year.  This study included almost the entire elementary school 
population of teachers, principals, and fourth grade students providing a large sample size 
which should capture any diversity in the population and will be reflective of the factors 
used in this study.  It is an ex post facto design because the purpose of the study was to 
describe and interpret existing conditions in a population of teachers that work with 
principals who utilize different leadership styles and in schools that perform at different 
academic levels.  The use of school demographic variables will attempt to control for bias 





researcher manipulates and controls the independent variables and observes the 
dependent variables for variations related to the manipulation of the independent 
variables, this study was concerned only with the relationship that exists between the 
independent and dependent variables in the natural school settings.  Kerlinger (1986) 
defined the ex post facto design as follows: 
 Ex post facto research is systematic empirical inquiry in which the 
scientist does not have direct control of the independent variables 
because their manifestations have already occurred or because they are 
inherently not manipulable.  Inferences about relationships among 
variables are made, without direct intervention, from concomitant 
variation of independent and dependent variables.  (p. 520)       
 
School System Demographics 
 The school district in which this study was conducted had 82 elementary schools 
with a fourth grade.  The student enrollment was approximately 7,500 fourth graders.  
Ninety-seven percent of the fourth graders sat for the CRCT reading exam in the 2005-
2006 administration, and 99% sat for the 2004-2005 administration of the reading 








Elementary School Percentage of Student / School Population by Race (2004-2005) 
 Total N Black  White Asian Hispanic  Other  






Elementary School Fourth Grade Enrollment Percentage of Student / School Population 
by Race (2004-2005) 
Grade Total N Black  White Asian Hispanic  Other  



















Elementary School Population by Student Gender (2004-2005) 
School Type Total N Male % Male Female % Female 





Elementary School Full-time /Part-time Personnel (2004-2005) 
Personnel Administrators Support Personnel PK-12 Teachers 
Full-Time 185 186 2,767 







Elementary School Personnel by Gender (2004-2005) 
Gender Administrators Support Personnel PK-12 Teachers 
Male 44 13 405 






Elementary School Personnel Certification (2004-2005) 
Certification Level Administrators Support Personnel PK-12 Teachers 
Four Year Bachelor’s 0 4 1,752 
Five Year Master’s 56 140 1,438 
Six Year Specialist’s 102 40 208 




Elementary School Personnel by Race (2004-2005) 
Race / Ethnicity Administrators Support Personnel PK-12 Teachers 
Black 137 128 2,074 
White 57 69 1,266 
Hispanic 1 0 31 
Asian 0 1 30 
Native American 1 0 1 






Elementary School Personnel Years of Experience (2004-2005) 
Years Experience Administrators Support Personnel PK-12 Teachers 
    < 1 0 6 167 
  1-10 48 221 1,722 
11-20 151 204 883 
21-30 238 225 541 
  > 30 75 78 115 
Average 21 16 12 
 
Population and Sample 
Data were collected using the PAL (a 99 item survey) in a large metropolitan 
Atlanta school district with a student population of 102,000 and approximately 6700 
employees.  The school demographics and student achievement CRCT scores were 
collected from the Georgia Governor’s Office of Student Achievement Report Card on 
Schools data warehouse.  The following demographics were collected at the school level: 
percentage of students eligible for free and reduced lunch, total number of discipline 
incidents, total number of retained students, absenteeism, enrollment, teacher average 
years of experience, administrator average years of experience, principal gender, and 
principal tenure.  
There are approximately 84 elementary schools and centers in the school system. 
Schools were selected purposefully in that they represented all SES backgrounds on a 





special education schools were omitted.  Two elementary schools were omitted from the 
study because one of the schools did not have a fourth grade, and the other school did not 




The PAL instrument consists of six competencies as defined and 99 items.  It was 
constructed in 1987 and was updated periodically by a representative group of educators 
from the school system to ensure face validity.  Each competency consists of several 
dimensions as indicated in the questionnaire (Appendix A).  Each dimension was defined 
and items were selected to match the dimensions.  A group of 26 raters was used to rate 
that each item reflected the dimension in which it was placed; each response was made 
on a four-point ordinal scale and was scored from 4 to 1; a point value of 4 was assigned 
to items identified as always, a value of 3 to items identified as often, a value of 2 to 
items identified as occasionally, and a value of 1 to items identified as never. 
 
Reliability and Validation 
The results of the reliability analysis for school climate indicated that each of the 
six competency components was valid and reliable in the 1998 administration of the 
instrument as shown in Table 10.  As observed, no items obtained less than 0.93 
Cronbach Alpha reliability coefficients indicating exceptional internal consistency.  The 
reliability was calculated for all competencies in academic school year 2005-2006 before 







PAL Instrument Reliability Coefficients 
 Cronbach Alpha  
Principal demonstrates skills in instructional leadership .98 
Principal demonstrates skills in relating to others .96 
Principal demonstrates skills in making decisions .96 
Principal demonstrates skills in planning and organization .93 




School climate .93 
 
N = 6100 
 
Data Analysis and Scoring 
Descriptive statistics have been computed to show that the schools vary on the 
mean score for each competency and that sample population varies on the demographic 
variables.  These data are presented in Chapter V as part of the statistical description of 
the variables.  The leadership competencies are coded using the following ratings: 
Competency I through IV: 4 = Almost Always; 3 = Often; 2 = Seldom; 1 = Never; and 
Competency V through VI: 4 = Almost Always; 3 = Often ; 2 = Seldom; 1 = Never; 0 = 
Not Applicable. 
 The research questions were analyzed using the Pearson correlation.  The Pearson 
product-moment correlation coefficients were used to determine the degree of relation 





-1.0. A coefficient of +1.0 indicates a perfect positive correlation and a coefficient of -1.0 
indicates a perfect negative correlation between the variables.  A zero, however, indicates 
the absence of any relationship between the variables.  According to Guildford (1978), a 
correlation coefficient of at least 0.3 is required to be considered fair (0 to 0.25 = weak; 
0.26 to 0.50 = fair; 0.51 to 0.75 = good; 0.76 to 1.00=strong). A factor analysis was 
conducted to group the variables and to assess the patterns among the variables.  The 
variables were grouped according to their factor placement for the regression analyses in 
order to prevent collinear interaction effects.  A stepwise multiple regression was used to 
determine the influence of the leadership competencies and the school demographics and 
the dependent variable student achievement.  A Structural Equation Model (SEM) 
(Maruyama, 1998) was used to examine the direct effect of principal leadership 
competencies and school context variables on student achievement.  The SEM was also 
used to examine the relationship of principal leadership competencies, school context 
with school climate and student discipline incidents.  The SEM analyses relied on 
aggregated school and teacher demographics.  Also, in some analyses the responses of 
the teachers’ perceptions to the leadership profile were aggregated at the school level.  To 
justify group-level analyses, the aggregated data should show the following (Bliese, 
2000).  The significance F values indicate greater between-school than within-school 
differences in individual responses and gives evidence for group level effects 







1.  There are many limitations when using survey research.  Respondents may be 
 reluctant to reply if they feel threatened or embarrassed for any reason (Alreck 
 & Settle, 1995). 
2. Since random sampling was not possible, all possible sources of errors due to 
 selection might not have been controlled.  The results will have meaning for 
 the selected school system but might not be applicable to other systems unless 
 the same conditions apply. 
3. Since there is no random sampling, the demographic variables are utilized to 
 control for their separate effects.  However, it is possible for other sources of 
 errors to be omitted such as mortality, as some respondents might withdraw. 
4. The research field might not be totally mapped by the leadership instrument 
 and other variables such as teacher methodology as actually practiced might 
 be operating to explain variation on school performance. 
5. Teachers as respondents might feel they are also being evaluated and/or might 
 want their schools to “look good” and, therefore might inflate their opinions. 
6. The unit of analysis is the school as the student data on the CRCT are 
 aggregated for the school, and, hence not in alignment with each teachers’ 
 opinion or the free lunch status of each student representing the main problem 






The focus of this study was to examine the extent to which student achievement 
could be explained by the leadership competencies and/or the schools’ demographic 
variables.  The dependent variable is student achievement, and all other variables are 
treated as independent variables.  The survey used is the PAL instrument.  It consists of 
six competencies as defined and 99 items:  instructional leadership, interpersonal skills, 
making decisions, facilities planning and student behavior, teacher evaluation 
implementation, and school climate.  The demographics that were used in this study are: 
percentage of students eligible for free and reduced lunch, total number of discipline 
incidents, total number of retained students, absenteeism, enrollment, teacher average 
years of experience, administrator average years of experience, principal gender, and 
principal tenure. 
The research is an ex post facto survey design in which correlation analyses were 
conducted with a purposive sample.  It is an ex post facto design because the purpose of 
the study was to describe and interpret existing conditions in a population of teachers that 
works with principals who utilize different leadership styles and in schools that perform 
at different academic levels.  The study utilized a very large sample of 3,900 teachers. 
The data were analyzed using descriptive statistics, Pearson correlation, factor analysis, 





DATA ANALYSIS  
 
Introduction 
The focus of this study was to examine the extent to which student achievement 
could be explained by the competency areas of a metropolitan Atlanta school district’s 
Profile for Assessment of Leadership (PAL) instrument (as administered annually on 
teachers in each elementary school for their assessment of the principal’s performance) 
and/or the schools’ demographic variables.  The competencies were:  
I.  Instructional Leadership 
  II.  Interpersonal Skills  
  III.  Making Decisions 
  IV. Facilities Planning and Setting Student Behavior 
V. Evaluation of Teachers and Implementation of Guidelines 
VI. School Climate 
Teachers made their choices on the items of the competencies on an ordinal scale of 
numerical values as follows:  (4) Almost Always; (3) Often; (2) Seldom, and (1) Never. 
The individual items were computed into six competencies of interval data type. 
         It was expected that if teachers evaluated the principal highly on competency areas I 
through V, the school climate would be perceived as high and teachers would be motivated  





the other hand, it was expected that if teachers evaluated the principal low on competency 
areas I through V, the school climate would be perceived as low and teachers would be less 
motivated to teach so that students’ performance would not improve to meet expectation. 
The school system did not consider that the school demographic variables could influence 
how teachers perceived the principal and school climate and/or that the demographic 
variables could also influence student achievement.  It was the purpose of this study to 
estimate the relative effects of the PAL instrument (Competencies I to VI) and the school 
demographic variables as selected on student achievement as measured by the schools’ 
CRCT fourth grade reading scores. 
In order to test these relationships, a purposeful sample of 81 of the 84 elementary 
schools of the subject school district was selected and the fourth grade students’ CRCT 
reading scores were utilized as the criterion dependent variable, student achievement.  
Student achievement was defined as the difference in gain or loss scores between the 
2004-2005 and 2005-2006 school year percent of students who met and exceeded 
expectations.  A Pearson correlation was performed to determine if there would be any 
difference in study findings by using the difference between two years or only the 2005-
06 fourth grade CRCT reading percentage of student who met or exceeded expectations 
as the student achievement variable.  The results indicated that there was a good 
correlation between the two computation methods, and that either method would produce 
the same outcomes (Appendix C). 
          Since the evaluation instrument was administered to the total number of elementary 





control schools in existence for comparison purposes.  Therefore, in order to control for 
bias that might exist in the social context to influence teachers’ rating of their principals, 
the demographic characteristics of teachers and schools were retrieved from the school 
report card and the school system and attached to each school.  These variables were 
percentage of students eligible for free and reduced lunch, total number of discipline 
incidents, retained students, absenteeism, enrollment, teachers’ average years of 
experience, administrator average years of experience, principal gender, and principal 
tenure.  The demographic variables were assigned numerical values based on the interval 
scale.  Principal gender (1=male, 2=female) and principal tenure (1=old, 2=new) were 
assigned nominal values. Persaud (1976) found that some nominal or ordinal variables with 
only two categories can be used in a bivariate Pearson correlation.  It was expected that if 
the competency variables did not explain student achievement, then probably the 
demographic variables could be examined for alternative explanations for student 
achievement.  
          The Statistical Package for the Social Sciences (SPSS) version 14 was used to 
summarize the data.  The following statistical procedures were used: Pearson correlation, 
frequency, one-way analysis of variance, factor analysis, and multiple regression analysis.  
The data are presented in two parts, the statistical distribution of the variables to observe 
the extent of their variations, and the results and analyses of the statistical tests in response 
to the identified research questions.  All of the statistical procedures were tested at the 





Statistical Distributions of the Variables 
 The study had a sample size of 3,919 elementary school teachers out of 3,953 
total elementary school teachers from 81 elementary schools.  It was necessary to indicate 
the degree of variances among the competencies in terms of the means scores of the 
teacher respondents on the various competencies as the basis for determining if the 
variances would relate to student achievement.  Table 11 provides data to indicate 
teachers’ perceptions on the various competencies varied. The mean scores were as 
follows:  Instructional leadership of the principal (mean = 3.38), interpersonal skills 
(mean = 3.36), making decisions (mean = 3.29), planning and organization (mean = 
3.39), teacher evaluation program (mean = 3.56), and school climate (mean = 3.47).  The 
range varied from 3.29 to 3.56 and was above the mean of 2.5 on a four-point scale. The 
standard deviation varied in a range of 0.63 to 0.75 indicating that the individual scores 
were close to the sample mean.  
 
Table 11 
Descriptive Statistics: Distribution of the Mean Scores of the Leadership Instrument 
Competencies  
 Mean SD SE 
Instructional Leadership 3.38 .61 .00 
Interpersonal Skills 3.36 .71 .01 
Making Decisions 3.29 .75 .01 
Planning and Organization 3.39 .65 .01 
Teacher Evaluation Program 3.56 .63 .01 
School Climate 3.47 .56 .00 
 





It was essential to indicate the degree of variation on the criterion dependent 
variable, student achievement.  Table 12 provides data on students’ achievement on the 
fourth grade CRCT Reading.  The data indicated that there was an increase in the 
percentage of students who scored below expectation (mean = 10.58), an increase in the 
percentage of students who met expectation (mean = 8.91), and a decrease in the 
percentage of students who exceeded expectation (mean = -19.47).  The CRCT 
performance level scores means varied in a range of 20.74 to 51.77.  The standard 
deviation varied in a range of 9.35 to 18.90 indicating considerable variances.  Therefore, 
the data on student achievement indicated a need to explain such variances.  
 
Table 12 
Descriptive Statistics: Distribution of Mean Regarding Fourth Grade Students’ CRCT 
Reading Performance Levels in Percentages 
 Mean SD Variance SE 
Student Achievement* -10.56   9.42   88.74 1.04 
CRCT Reading Did Not Meet Expectations 2005 16.94 10.05 101.05 1.12 
CRCT Reading Meet Expectations 2005 42.86 11.71 137.21 1.30 
CRCT Reading Exceeds Expectations 2005 40.21 18.90 357.19 2.10 
CRCT Reading Did Not Meet Expectations 2006 27.52 13.06 170.55 1.45 
CRCT Reading Meet Expectations 2006 51.77   9.35  87.43 1.04 
CRCT Reading Exceeds Expectations 2006 20.74 15.95 254.39 1.77 
 
*Note:  Student Achievement is defined as the difference between the 2004-05 and 2005-06   





It was considered that if variations in teachers’ perceptions on the various 
competencies explained the variations in student achievement, then would the 
relationships persist when the demographic variables in the social context are examined. 
Therefore, it was also necessary to determine if the demographic variables showed 
variances.  Table 13 provides data on the selected demographic variables as appended to 
the school file.  The data indicated variance in the minimum and maximum range for 
each mean score and standard deviations varying from 3.12 to 255.95.  Therefore there 
were considerable variations in the selected variables to determine if they made 
independent contributions to student achievement.  The 81 elementary schools used in 
this study were headed by 63% female principals and 20% male principals with 17% 
missing data.  Seventeen percent of the principals had been at their current school for 
only one year. 
 
Table 13 
School Demographics:  Mean for Each Selected Variable 
  Min Max Mean SD. SE 
Total Number of Discipline Incidents      0    549 126.65 133.91 14.97 
Total Retained Students     0     51    9.01    8.05   0.90 
Total Number of Enrolled Students 333 1,404 684.71 255.95 28.62 
% Students Five or Fewer Days Absent 42.2   75.1  55.64    6.06  0.67 
% Students Six to 15 Days Absent 22.8   44.2  35.83   4.16  0.46 
% Students More Than 15 Days Absent  2.1   16.6    8.51   3.12  0.34 
% Students Eligible for F & R 3.42 97.35 68.99 26.45  2.95 
Administrator Average Years Experience   10     33 21.64   5.42  0.61 
Teacher Average Years Experience  8.2   16.5 11.75   2.05  0.22 





Results on Correlation Analyses 
 
 School climate appeared to serve as a dependent variable on the leadership 
instrument.  Conceptually, it was proposed that if teachers rated their principals as high 
on competencies I through V, then such teachers would also perceive high school 
climate.  Further, if teachers perceive high climate, then, student achievement in such 
schools would be high.  In order to test these relationships, research questions were 
generated to present the data in a meaningful order. 
 RQ1: Is there a significant relationship between school climate  
  (competency VI) and each of the leadership competencies I 
  through V?   
 The data with respect to this research question are provided in Table 14.  In the 
table, the following significant relationships are observed:  Instructional leadership was 
significantly related to school climate with a Pearson correlation of r(3920) = 0.76, p = 
0.000, and significant at less than 0.05 level (calculated value being 0.000).  Interpersonal 
skills was significantly related to school climate with a Pearson correlation of r(3919) = 
0.74, p = 0.000 and significant at less than 0.05 level (calculated value being 0.000).  
Decision making was significantly related to school climate with a Pearson correlation of 
r(3911) = 0.72, p = 0.000 and significant at less than 0.05 level (calculated value being 
0.000). Planning and organization was significantly related to school climate with a 
Pearson correlation of r(3918) = 0.73, p = 0.000 and significant at less than 0.05 level 








Pearson Correlations of Leadership Competencies with School Climate 
  School Climate 
Instructional Leadership .76* 
Interpersonal Skills .74* 
Making Decisions .72* 
Planning and Organization .73* 
Teacher Evaluation Program .65* 
 
*p < 0.05. ; Competency Scale: (4) Almost Always; (3) Often; (2) Seldom, and  
(1) Never; N = 3920 
 
school climate with a Pearson correlation of r(3114) = 0.65, p = 0.000 and significant at 
less than 0.05 level (calculated value being 0.000). 
Overall, teachers’ perceptions of competencies I though V were significantly 
related to their perceptions of school climate.  It allowed the conclusion that teachers’ 
feelings about school climate are influenced by their perceptions of the leadership 
competencies as defined.  Therefore, school supervisors of principals could interpret 
good climate as a reasonable measure of the principals’ competencies as measured.  
Since this was an ex-post facto study, it was necessary to determine if teachers’ 
perceptions of school climate were influenced by their school demographic variables. The 
data were analyzed in response to the following research questions. 
 RQ2: Is there a significant relationship between school climate and 





 The data with respect to this research question are shown in Table 15.  In the 
table, the following demographic variables are significantly related to school climate: 
total number of discipline incidents has a significant correlation of r(81) = -0.26, p = 
0.017  with school climate and was significant at 0.05 (the calculated value being 0.017). 
The relationship was inverse, meaning higher total numbers of discipline incidents was 
associated with lower climate. Total retained students has a significant correlation of 
r(81) = -0.28, p = 0.010 with school climate and was significant at 0.05 (the calculated 
value being 0.010). The relationship was inverse, meaning higher total number of 
students retained was associated with lower climate.  
 
Table 15 
Pearson Correlations of School Climate (Dependent) with School Demographic  
Variables as Independent 
School Climate 
Total Number of Discipline Incidents  -.26* 
Total Retained Students -.28* 
Total Number of Enrolled Students -.26* 
% Students Five or Fewer Days Absent .12 
% Students Six to 15 Days Absent -.02 
% Students More Than 15 Days Absent -.20 
% Students Eligible for F & R -.39* 
Administrator Average Years Experience .09 
Teachers Average Years Experience .27* 
Principal Gender -.17 
Principal Tenure .06 
 





Number of students enrolled has a significant correlation of r(81) = -0.26, p = 
0.017 with school climate and was significant at 0.05 (the calculated value being 0.017). 
The relationship was inverse, meaning a higher number of students was associated with 
lower climate.  Percentage of students eligible for free and reduced lunch has a 
significant correlation of r(81) = -0.39, p = 0.000 with school climate and was significant 
at 0.05 (the calculated value being 0.000).  The relationship was inverse, meaning a 
higher percent of students on free and reduced lunch was associated with lower climate. 
Teachers’ average years experience has a significant correlation of r(81) = 0.27, p = 
0.012 with school climate and was significant at 0.05 (the calculated value being 0.012). 
The relationship was a positive relationship, meaning that higher teacher experience was 
associated with higher climate, indicating probable job satisfaction. 
It would appear that higher number of students’ discipline problems, retention, 
enrolled, eligible for free lunch were related to low school climate (inverse relationship), 
and high teachers’ average years experience tended to be associated positively with high 
school climate.  Student demographic variables such as: five or fewer days absent, six to 
15 days absent, more than 15 days absence was not significantly related to climate. 
Similarly, the principal’s gender, administrative experience and new to the job were not 
significantly related to school climate.  It was expected that if school climate were related 
to the leadership competencies, there would be corresponding relationships with student 
achievement as measured by the fourth CRCT reading score for each school.  This 





 RQ3:  Is there a significant relationship between student achievement 
  and each of the leadership competencies?   
 The data with respect to this research question are shown in Table 15.  In the 
table, the following are the significant relationships:  planning and organization has a 
correlation of r(3896) = 0.04, p = 0.003 with student achievement that was significant at 
less than 0.05 (the calculated value being 0.003).  School climate has a correlation of 
r(3870) = 0.05, p = 0.001 with student achievement that was significant at less than 0.05 
(the calculated value being 0.001).  Both correlation coefficients are small, but with an N 
in a range of 3075 to 3902 (number of teachers in the sample), the correlations are 
significant.  According to Guildford (1978), a correlation coefficient of at least 0.3 is 
required to be considered fair (0 to 0.25 = weak; 0.26 to 0.50 = fair; 0.51 to 0.75 = good; 
0.76 to 1.00 = strong). 
 
Table 16 
Pearson Correlations Leadership Competencies with Student Achievement 
 Student Achievement 
Instructional Leadership   .01 
Interpersonal Skills   .02 
Making Decisions   .01 
Planning and Organization    .04* 
Teacher Evaluation Program -.01 
School Climate   .05* 
 







As could be observed in Table 16, the other competencies were not significantly 
related to student achievement at the 0.05 or less level.  Therefore, it was necessary to 
determine if the subcompetencies might be related to student achievement.  Research 
Question 4 was generated to analyze the data. 
 RQ4:  Is there a significant relationship between student achievement 
  and each subdimension of each leadership competency?   
 In response to the research question, a Pearson correlation was conducted between 
student achievement and each subcompetency of the leadership instrument, the 
significant relationships are shown in Table 17.  In the table, the subcompetencies are 
significantly related to student achievement:  Demonstrates positive work ethnic through 
verbal and nonverbal communications, maintains integrity, organizes and maintains 





Pearson Correlations of Leadership Competencies Subcategories with Student 
Achievement 
 Student  
Achievement 
IE-demonstrates positive work ethnic through verbal and nonverbal  
communications 
.07* 
IIC-maintains integrity .04* 
IVA-organizes and maintains facilities .04* 
IVB-implements procedures for ensuring that student behavior to meet school 
expectations 
.04* 





Again, the correlations, though significant, were weak between student achievement, 
school climate and some of the specified subcompetencies.  Therefore, it was necessary 
to determine if the selected demographic variables would be related to student 
achievement.  The data were analyzed in response to the following research question. 
 RQ5:  Is there a significant relationship between student achievement 
  and each of the selected school demographic variables?  
 The data with respect to this research question are shown in Table 18.  In the 
table, the following significant relationships were observed.  Total number of discipline 
incidents has a correlation of r(80) = -0.31, p = 0.004 with student achievement and it 
was significant at less than 0.05 probability level.  The relationship was inverse, meaning 
that high incidence of discipline problems was associated with low student achievement.  
Percentage of students eligible for free and reduced lunch has a correlation of r(80) = -
0.29, p = 0.009 with student achievement and it was significant at the less than 0.05 
probability level.  The relationship was inverse, meaning that high percent of students on 
free lunch status was associated with low student achievement.  The number of discipline 
problem students and percent of student on free and reduced lunch were the only 
demographic variables that were significantly related to student achievement.  
 RQ6:  What leadership competencies and demographic variables are 
  placed in the same factor as student achievement in a factor 
  analysis of the data?   
 In order to provide data in response to this research question, a factor analysis was 






Results of Pearson Correlations Analyses: Student Achievement with the Selected 
Demographic Variables (N = 81 Schools) 
 Student Achievement 
Total Number of Discipline Incidents     -.31* 
Total Number of Retained Students   .11 
Total Number of Enrolled Students   .03 
% Students Five or Fewer Days Absent  -.07 
% Students Six to 15 Days Absent   .18 
% Students More Than 15 Days Absent -.09 
% Students Eligible for F & R   -.29* 
Administrator Average Years Experience  .00 
Teachers Average Years Experience -.06 
Principal Gender -.17 
Principal Tenure  .06 
 
*p < 0.05. 
 
variables made this procedure necessary as the basis for grouping the variables into 
communes of common relationships called components or factors.  SPSS utilized the 
Pearson correlation analysis of all the variables in a matrix as the basis for determining 
the order of communal relationships.  The variables that were most highly inter-
correlated were placed or loaded in the first factor.  The next set of highly inter-correlated 
variables was placed or loaded in the second factor, and so on until all variables were 





bonded as to be independent of the variables in other factors when interacting 
simultaneously.   
 The results of factor analysis are shown in Table 19.  Five components or factors 
were created.  In response to the research question, student achievement was placed in 
factor/component 4, indicating that it was independent of the other variables when 
interacting simultaneously.  The detailed results were as follows:  Factor I was loaded 
with instructional leadership, making decisions, interpersonal skills, school climate, 
teacher evaluation program and planning and organization.  Student achievement was not 
placed in this factor, indicating that the correlation coefficients between student 
achievement and planning and organization and school climate were weak.  Factor 2 was 
loaded with five or fewer days absent, six to 15 days absent, and more than 15 days 
absent.  Five or fewer days absent were loaded inversely with the other variables.  Factor 
3 was loaded with percentage of students eligible for free and reduced lunch, total 
retained students, total number discipline incidents, and total enrollment.  Factor 4 was 
loaded with student achievement and principal gender.  No other variables were loaded in 
this factor.  Factor 5 was loaded with administrator average years of experience, principal 
tenure and teachers average years of experience in an inverse relationship. 
 Overall the results indicated that student achievement was placed with principal 
gender in Factor 4, indicating that it was independent of the other variables.  It would 
seem that the more potent variables that could explain student achievement were not 






Factor Analysis All Variables 
  Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 
Instructional Leadership .98 -.00 -.08 -.02 .08 
Making Decisions .97 .00 -.06 -.05 .03 
Interpersonal Skills .96 -.01 -.11 -.01 .03 
School Climate .92 -.03 -.24 -.02 .01 
Teacher Evaluation Program .90 -.02 -.10 .08 .14 
Planning and Organization .90 .04 -.14 -.04 -.03 
      
% Students Five or Fewer Days Absent  .02 -.98 -.10 .02 .01 
% Students Six to 15 Days Absent  .00 .89 -.15 .17 -.08 
% Students More Than 15 Days Absent -.05 .72 .43 -.29 .08 
      
% Students Eligible for F & R -.28 .19 .75 -,17 .11 
Total Retained Students -.12 .03 .71 .43 -.11 
Total Number of Discipline Incidents -.11 .01 .68 -.12 -.03 
Total Number of Enrolled Students -.11 -.47 .57 .30 -.35 
      
Principal Gender -.15 -.18 .11 .74 .24 
Student Achievement .13 .19 -.24 .65 -.30 
      
Admin Avg. Years of Experience .10 .06 .12 .13 .69 
Principal Tenure .04 .10 .11 .09 -.60 
Teachers Avg. Years of Experience .32 .13 -.33 -.06 .44 
 
Variance explained Factor 1 = 34.22, Factor 2 = 15.15, Factor 3 =10.96, Factor 4 = 8.48,  
Factor 5 = 6.70 
(principal gender 1=male, 2=female;  principal tenure 1=principal for two years are more, 2=new 





They measured the same concept and could be grouped as one variable.  However, the 
leadership competency variables were retained as individual variables because it was 
intended to determine their separate effects on student achievement. The demographic 
variables were split up into Factors 2, 3, 4 and 5. 
As observed in the factor analysis, student achievement was not loaded with any 
of the leadership competencies and only one of the demographics which was principal 
gender. There was a weak but significant correlation between student achievement and 
planning and organization, and school climate. In addition, there were moderate but 
significant correlations between student achievement and some of the demographic 
variables such as total student discipline incidents and percentage of students eligible for 
free and reduced lunch. Therefore, regression analyses were conducted to determine the 
separate effects of each of the competencies and demographic variables on student 
achievement and total number of discipline incidents. 
 
Results of Regression Analysis 
 
A stepwise regression analysis was conducted to determine the separate and 
independent effect of each independent variable on student achievement as the 
dependent.  In this method the dependent variable was placed in the equation followed by 
the independent variables that were most associated with dependent variables in the 
correlation analysis, while the other variables were held constant.  A beta weight was 
calculated.  Similarly, the other variables were introduced in successive order and the 
respective beta weights calculated until all variances were taken up.  Independent 





standardized beta coefficient was calculated for each independent variable while 
controlling for the effects of the other variables.  The standardized beta coefficient 
indicated that a unit change in the respective independent variables contributed or 
explained the specified beta coefficient change on the dependent.  
 RQ7:  In a stepwise multiple regression analysis of the data what are the 
  independent variables that explain student achievement?   
 In order to provide data for this research question, student achievement was 
entered as the dependent variable.  The leadership components such as instructional 
leadership, interpersonal skills, making decisions, planning and organization, teacher 
evaluation program, school climate were entered into the equation as independent 
variables because it was the purpose of the study to determine if one or all contributed to 
student achievement.  The demographic variables were entered on the basis that they 
were significantly related to student achievement in the correlation analysis.  Two 
variables met this criterion: percentage of students eligible for free and reduced lunch and 
total number of discipline incidents.  
               The results of stepwise regression analysis are shown in Table 20.  In the table, 
total discipline count made a beta coefficient of (B = -0.31, p = 0.005) to student 
achievement that was significant at less than 0.05 level (calculated value = 0.005).  The 
relationship was inverse, meaning that the higher discipline incidents were associated 
with lower student achievement when controlling for the effects of the other variables. 
The other independent variables such as:  instructional leadership, interpersonal skills, 







Results of Regression Analysis: Student Achievement in Relation to the Selected 
Independent Variables (N =81 Schools) 
 SE Beta t p 
(Constant) .70  -5.65 .00* 
Total Discipline Incidents  .00 -.31 -2.87 .00* 
Dependent Variable Student Achievement   
*p < 0.05.; Adjusted R Square = 0.08; F Ratio = 8.283 
 
and percentage of students eligible for free and reduced lunch were excluded from the 
equation, meaning they were insignificant. 
 The logical question was, if student achievement was explained by the schools’ 
total student discipline count (and other independent variables were excluded or 
eliminated from the equation), what were the variables that could explain the schools’ 
total student discipline count?   This question appeared important because if any 
treatment was to be developed for the enhancement of student achievement, it seemed 
that students’ discipline problems needed to be addressed as an intervening variable.  In 
order to address student discipline problems, it was necessary to determine the causal or 
explanatory variables.  Therefore a regression analysis was conducted with total student 
discipline incidents as the dependent and all other variables as independent.  Research 






 RQ8:  In a stepwise multiple regression analysis of the data, what were 
  the independent variables that explain total number of student 
  discipline incidents?  
 The results in Table 21 indicated that total number of discipline incidents was 
explained by the following school demographic variables:  total number of enrolled 
students made a positive beta coefficient of (B = 0.65, p 0.000) indicating that the larger 
schools had more discipline problems, five or fewer days absent with a negative beta 
coefficient of (B = -0.54, p = 0.000) indicating an inverse relationship that the more 
students absent fewer than 5 times, the less was the number of discipline incidents, 
student achievement with a negative beta coefficient of (B = -0.33, p = 0.000) indicating 
an inverse relationship that the more students achieved the less was the number of 
discipline incidents.  Principal tenure with a negative beta coefficient of (B = -0.23, p = 
0.000) indicating an inverse relationship that schools with new principals had fewer 
number of discipline incidents, total retained students with a positive beta coefficient of  
(B = 0.11, p = 0.000) indicating that schools with higher student retention had higher 
number of discipline incidents, principal gender with a negative beta coefficient of (B = -
0.11, p = 0.000) indicating an inverse relationship that schools with gender coded 1 hade 
had a higher number of discipline incidents than schools coded gender 2.  More than 15 
days absent with a negative beta coefficient of  (B = -0.18, p = 0.000) indicating an 
inverse relationship that higher the number of schools with students of more than 15 days 
absent the higher the number of discipline incidents, teachers average years of experience 






Results of Stepwise Regression Analysis:  Total Number of Discipline Incidents as 
Dependent with Six Leadership Competency Variables and All Demographic Variables 
as Independent (N= 2303 Teachers in 81 Schools) 
 SE Beta t p 
(Constant) 48.46  12.07 .00* 
Total Number of Enrolled Students  0.01 .65 28.62 .00* 
% Students Five or Fewer Days Absent 0.65 -.54 -16.88 .00* 
Student Achievement 0.53 -.33 -19.30 .00* 
Principal Tenure 5.36 -.23 -13.91 .00* 
Total Retained Students 0.45 .11 4.89 .00* 
Principal Gender 5.71 -.11 -6.54 .00* 
% Students More than 15 Days Absent 1.50 -.18 -5.27 .00* 
Teachers Average Years Experience 1.27 .06 3.19 .00* 
% Students Eligible for F & R 0.13 .06 2.79 .00* 
 
Dependent Variable Total Number of Discipline Incidents   
*p < 0.05; R2=.453, F(9,2303)=210.745; (principal gender 1=male, 2=female;  principal tenure 
1=principal for two years are more, 2=new principal one year or less) 
 
 
teacher average experience had high number of student discipline incidents, percentage of 
students eligible for free or reduce lunch with a positive negative beta coefficient of (B = 





number of discipline incidents.  The three most often offenses reported were disorderly 
conduct, battery, and fighting.  The types of discipline are shown in Appendix D. 
The leadership competencies variables such as:  instructional leadership, 
interpersonal skills, making decisions, planning and organization, teacher evaluation 
program, and school climate in addition to administrator average years of experience and 
principal tenure were insignificant as they were excluded from the equation.  When the 
19 leadership subcompetencies were entered in the stepwise regression, the results were 
approximately the same as shown in Appendix E. 
 
Summary of Findings 
Results on Correlation Analyses 
1. In a correlation of school climate in relation to the other leadership 
competencies, school climate was significantly relate at 0.05 level with all the 
other five competencies such as: instructional leadership, interpersonal skills, 
making decisions, planning and organization, teacher evaluation program. 
2. In a correlation of school climate in relation to the demographic variables, 
schools with high number of student discipline incidents, retention, 
enrollment, percent of student eligible for free and reduced lunch were related, 
had low school climate (inverse relationships), and schools with high teacher 
average years experience tended to be associated positively with high school 
climate.  
3. In a correlation of student achievement with the leadership competencies 





significantly related (at 0.05 level of significance) but with weak correlation 
coefficients (0.04 and 0.05) respectively.  
4. In a correlation of student achievement with the leadership’s eighteen 
subcompetencies and school climate, only the following subcompetencies 
were significantly related though with weak correlation coefficients (range = 
0.04 to 0.07):  IE-Demonstrates positive work ethic through verbal and 
nonverbal communications, IIC-Maintains integrity, IVA-Organizes and 
maintains facilities, IVB-Implements procedures for ensuring that student 
behavior to meet school expectations, VI-School climate.     
5. In a correlation of student achievement and all demographic variables, the 
number of student discipline incidents and student on free and reduced lunch 
were the only demographic variables that were significantly inversely related 
to student achievement. 
 
Results on Factor Analysis of All Variables 
 
           In a factor analysis of all variables, five factors were created and student 
achievement and principal gender were placed in a factor independent of all other 
variables.  All leadership competency variables were placed in factor 1, and the 
demographic variables were split among factors 2, 3, 4 and 5. 
 
Results on Regression Analyses 
 





1. Student achievement was significantly explained inversely by the number of 
student discipline incidents, while all leadership competency variables and 
other demographic variables were eliminated from the equation. 
2. Student discipline incidents was explained as follows: 
A. Positively by enrollment indicating that large schools had more discipline 
problems. 
B. Inversely by:  five or fewer days absent, student achievement, principal 
tenure, principal gender, total retained students, more than 15 days absent 
indicating that schools with high discipline incidents tended to have few 
students’ absences, low student achievement, principal at current school 
more than a year, a male principal, high number of retained students and 
fewer students’ absences over 15 days.    
C. Positively by teachers’ average years of experience, and percent students 
on free and reduced lunch indicating that schools with high discipline 
incidents had teachers with high average teacher experience and high 







FINDINGS, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
 
Introduction 
 In this study, the relationship of teachers’ perceptions of principal leadership 
with student reading achievement of fourth graders in 81 elementary schools was 
investigated to determine if principal leadership makes a difference in student 
achievement outcomes.  This study used a one-dimensional model using only teacher 
perceptions of the principal leadership to ascertain if the principal leadership 
competencies had any effect on student achievement outcomes.  The study also 
examined the relationship between selected school context variables, percentage of 
students eligible for free and reduced lunch, total number of discipline incidents, 
retained students, absenteeism, enrollment, teacher average years of experience, 
administrator average years of experience, principal gender, principal tenure and the 
achievement of fourth grade students on the CRCT.   
The teachers in each school assessed the principal in six main leadership 
competencies: instructional leadership, interpersonal skills, making decisions, facilities 
planning and student behavior expectations, evaluation of teachers, school climate.  The 
study explained that there was a variance in student achievement in each school.  The 
research questions were developed to provide an insight into the relationship of the 





student achievement, the relationship of the principal leadership behavior and student 
achievement, and the relationship of the school demographics to school climate and 
student achievement.  It was believed that these variations of student achievement 
among the schools might be related to the organizational structure and functional 
relationships of the role-players in relation to student performance.  
The PAL instrument was used to measure observable principal leadership 
behaviors, not to rate performance.  The PAL was designed to allow the administrator’s 
staff to assess a list of observable behaviors:  how well he/she works and communicates 
with people, how visible he/she is, and the climate he/she established in the school.  The 
PAL instrument is not related to job-description duties, and the instrument does not ask 
respondents for an opinion about or a rating of the administrator’s performance.  The 
leadership instrument consists of six competencies as shown in the foregoing diagram 
with several dimensions and items (Total = 99) on which teachers were asked to provide 
responses about their respective principals.  The first five leadership competencies 
defined leadership skills such as instructional leadership, interpersonal behavior, 
decision-making, school facilities planning and evaluation.  It is assumed that these 
were intended to promote appropriate school climate conducive to improving student 
achievement as shown in the diagram. 
It was expected that the instructional and evaluation skills of the principal would 
influence school performance more than the other variables (Edmonds, 1979) and that 





It was also expected that some items, more than others, might be more influential than 
others in explaining student achievement. 
         The conceptual model of this study focused on the principal’s leadership behavior 
with teachers around the six competencies in the culture of a school and the 
relationships could be explained by reference to Getzel and Guba (1957) social system 
model.  The principal was expected to focus on interpersonal skills while conducting the 
various competencies to improve climate and thereby improving student achievement. 
If the principal focused on interpersonal relationships (Competency II) only, the climate 
(Competency VI) might be improved but, since teachers were not involved in decision-
making (Competency III), there was no direction on such competencies as instructional 
leadership (Competency I), school facilities planning (Competency III) and evaluation 
(Competency V), then student achievement on the CRCT might be low unless the 
demographic variables could explain variation.  If a principal was low on interpersonal 
skills (Competency II) and did not involve teachers in decision-making process 
(Competency III) about the direction on such competencies as instructional leadership 
(Competency I), school facilities planning (Competency III) and evaluation 
(Competency V), both school climate (Competency VI) and school achievement on the 
CRCT might be low unless the demographic variables could explain variation.  The 
Getzel and Guba (1957) social organization model suggests that the principal should be 
high on both human relationships and task relationships in order for teachers to be 





Summary of Findings 
 
 The most significant finding of this study indicated that in a regression analysis 
student achievement variations between schools were be explained by number of 
discipline incidents (B=- 0.31), and not by any of the other factors used in the study.  
The three most frequent offenses reported were disorderly conduct, battery, and 
fighting.  The types of discipline are shown in the Appendix D.  Further results 
indicated in a Pearson correlation that there was a very weak relationship of teachers’ 
perceptions of the principal leadership behavior in terms of facilities planning and 
student behavior expectations (r=0.04), and school climate (r=0.05) to student 
achievement.  The results indicated in a Pearson correlation that there was a strong 
relationship with the five leadership competencies and school climate:  instructional 
leadership (r=0.76), interpersonal skills (r=0.74), making decisions (r=0.72), facilities 
planning and setting student behavior expectations (r=0.73), and evaluation guideline 
implementation (r=0.65). In terms of the school demographics and school climate the 
relation was fair: number of discipline incidents (r=-0.26), number of retained students 
(r=1.28), enrollment (r=-0.26), percentage of students on free and reduced lunch (r=-
0.39). Some of the school and teacher demographics showed a stronger relationship 
with student achievement than any of the principal leadership competencies.  There was 
a fair relationship between the number of discipline incidents (r=-0.31), and percentage 
of students eligible for free and reduced lunch (-0.29) with student achievement.  The 










































Figure 4.  Correlation Variable Relationship with Student Achievement 
 
 
Pearson Correlation Coefficients (*p < 0.05.). Guildford (1978), a correlation coefficient of at least 0.3 is 
required to be considered fair (0 to 0.25 = weak; 0.26 to 0.5 = fair; 0.51 to 0.75 = good; 0.76 to 1=strong) 
 
** Significant correlation Facilities Planning and Setting Student Expectations with Students 
Achievement (r=0.04) 
Competency I:   
Instructional Leadership Skills 
Competency II:   
Interpersonal Skills 
Competency III:   
Decision-Making Skills 
Competency IV: 
Facilities Planning Skills and 
Student Behavior 
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1. Principals who had high teachers’ perceptions on school climate was 
significantly related to all the other five competencies with respect to having 
high instructional leadership, interpersonal skills, making decisions, facilities 
planning and student behavior expectations, teacher evaluation program 
implementation. 
2. Principals who had low teachers’ perceptions on school climate was 
significantly inversely related to the demographic variables, schools with 
high number of students’ discipline incidents, retention, enrollment, percent 
of student eligible for free and reduced lunch and schools with high teacher 
average years experience tended to be associated positively with high school 
climate. 
3. Teachers’ perceptions on principal leadership in terms of facilities planning 
and student behavior expectations and school climate had a significant but 
weak relation to student achievement. 
4. Teachers’ perceptions of principal leadership in terms of leadership’s 18 
subcompetencies and school climate, only the following subcompetencies 
were significantly related to student achievement though were weak: 
demonstrates positive work ethic through verbal and nonverbal 
communications, maintains integrity, organizes and maintains facilities, 
implements procedures for ensuring that student behavior to meet school 





5. The number of student discipline incidents and percentage of students on 
free and reduced lunch were the only demographic variables that were 
significantly inversely related to student achievement. 
6. Student achievement was significantly explained inversely by total number 
of discipline incidents while all leadership competency variables and other 
demographic variables were eliminated. 
7. Schools with high enrollment had more discipline problems. 
8. Schools with high discipline incidents tended to have few student absences, 
low student achievement, principal at current school more than a year, a 
male principal, high number of retained students and fewer student absences 
over 15 days. 
9. Schools with high discipline incidents had teachers with high average 
teacher experience and high percentage of students eligible for free and 




1. Schools with significant discipline issues are not providing a safe learning 
climate, and thus, have a negative impact on student achievement. Schools 
will need to build teacher capacity to effectively manage student behavior, 
especially the behavior of the most difficult students. 
2. The leadership behavior of the principal may have less impact on student 





3. The school’s comprehensive improvement plans are not aligned with the 
teachers’ perception of the principal’s leadership behavior. 




The number of school discipline incidents and the percentage of students 
eligible for free and reduced lunch have a stronger relationship with student 
achievement than the principal’s leadership competencies.  The PAL instrument may 
indeed be an effective way for school officials to assess school leadership in terms of 
teachers’ perceptions of how well administrators work with people, how visible he/she 
is, and the climate he/she establishes, however it is not a viable tool to explain student 
achievement.   
Recommendations  
Recommendations for Principals and Teachers 
1. To improve school climate, organize teacher participation in a forum that 
would involve teachers in a dialogue about:  (a) the leadership behaviors in 
such competency areas as: instructional leadership, interpersonal skills, 
making decisions, facilities planning and student behavior expectations, 
teacher evaluation program since these were highly and significantly 
correlated with school climate; (b) administrative and teachers’ task 
behaviors in managing discipline problems, retention count and students on 





in the correlation analysis; (c) administrative and teachers’ task behaviors in 
teaching for student achievement as the basis for improving discipline 
problems as student achievement was predicted inversely by discipline 
incidents, and discipline incidents was inversely predicted by student 
absences and student achievement.   
 A suitable form might be to organize teachers at grade levels to examine the 
characteristics of students with discipline problems and to develop strategies 
for counteracting these characteristics.  Administrators could meet in 
collaborative sessions with each grade level to facilitate the process. This 
process is supported the theory of Maslow’s hierarchy of needs (1943) and 
Blake and Mouton (1994).  Based on Maslow’s hierarchy of needs, if 
teachers were to participate in task development, they would tend to develop 
feelings of self-actualization and accomplishments.  Blake and Mouton 
suggest that when administrators are both high on relationships and tasks 
with teachers, they are most likely to be productive.  
2. To improve school climate, a principal could also recruit experienced 
teachers. Alternatively, a principal could involve new teachers in the above 
process thereby increasing their skills in how to cope with discipline 
problem students and increase student achievement. 
3. To improve student achievement, organize teachers at grade levels to engage 
each classroom teacher to:  (a) determine the relationship between student 





the causes for student discipline problems.  It appeared necessary to attend to 
student discipline problems on a classroom-by-classroom basis through 
collaboration among teachers.  Each teacher should have a good command 
of adaptive teaching methods to provide students of various socio-economic 
levels a chance at success in the classroom.  
4. To improve student discipline, organize the school counselor and social 
worker to address the needs of students with low success rate in the 
classroom and high free lunch status through peer mentoring, parent 
involvement and adult family member mentoring. 
 
Recommendations for School Supervisors or Associate Superintendents 
1. To improve school climate, student achievement and discipline, associate 
superintendents and other senior administrators should work collaboratively 
with principals to: (a) provide resources around the above activities (bi the 
process by which large schools could be a problem and communicate this 
these findings to the Superintendent’s Cabinet for consideration in advising 
the School Board to build smaller schools. 
 
   Recommendations for Central Office Researchers and/or Other Researchers 
1. To improve the correlation among leadership competency variables, climate, 
student achievement, discipline and attendance, it is recommended that 
systematic research be conducted as follows:  First, the researchers should 





attendance.  Second, choose leadership competency items to counteract the 
causes.  Third, engage principals and teachers in a collaborative process to 
determine the causes for the problems and to determine their solutions based 
on their results.  Fourth, the researchers should collaborate with the 
administrators and teachers to assess their findings and recommendations 
and to select common areas of agreement.  Fifth, field test the items utilizing 
an experimental control group design.  Sixth, revise and field test again until 
alignment is obtained.  Seventh, adopt the final field-tested version for 
implementation.  
2. The researcher should collect demographic data such as years of experience 




The leadership behaviors of the principals are not aligned with student 
achievement.  This is reflected in the fact the principal leadership behaviors are rated as 
being often observed by their teachers while the schools reading scores are decreasing.  
The most significant finding in this study is that the total number of discipline 
incidents had a higher relationship with student achievement than any of the other 
factors used in the study, including SES.  According to Grobe and Bishop (2001), 
certain attributes are fundamental to promoting student achievement.  The researchers 
also administered a survey and found that on the elementary level, students, teachers, 





school level, achievement appeared to be higher where teachers, students, and parents 
believed that discipline was not a problem and where parents believed they were given 
sufficient information about their children.  The school leadership will have to support 
teachers’ effort to maintain discipline, and to develop a systematic approach of effective 
classroom management.  Marsden (2005) found that safe and orderly classroom 
environment and school facility was significantly related to student achievement in 
elementary schools.  As discipline becomes a classroom and school issue, leadership 
will have to devote the attention and resources to combat student discipline problems.  
The principal and teachers can learn effective discipline management techniques 
through professional development training, collaboration of teachers regarding some 
discipline, behavioral practices, and classroom management techniques that have 
worked in their classrooms. 
The finding in this study in terms of there being a strong relationship between 
teachers’ perceptions of principal leadership behavior and school climate as identified 
as a function of principal leadership is supported by literature on leadership and school 
climate.  Unfortunately the perception of the teachers in regards to school climate has a 
very weak correlation with student achievement.  This suggests that school climate 
items on the PAL instrument are not aligned with student achievement.  Researchers 
suggest that a good school climate should have these characteristics: openness to 
innovation, trust and caring among professionals, respect, cohesiveness, high morale, 
opportunities for professional development, and supportive leadership.  The measure of 





colleague relations, parent-teacher relations, student-teacher interpersonal relations, 
student-teacher instruction-related interaction, school buildings and facilities, and 
student-peer relations.  According to Grobe and Bishop (2001), certain attributes are 
fundamental to promoting student achievement.  For teachers, the essential features are 
morale, the principal, and student behavior. 
The initial belief that variations of student achievement among the schools 
might be related to the organizational structure and functional relationships of the role 
players in relation to student performance.  However, the findings in this study did not 
demonstrate such a relationship.  There was no significant relationship with how 
principal assigned personnel within the school to make optimum use of their strengths, 
principal interpersonal skills, and making decisions with student achievement. 
         The conceptual model of this study was focused on the principal leadership 
behavior with teachers around the six competencies in the culture of a school and the 
relationships could be explained by reference to Getzel and Guba’s (1957) social system 
model.  The principal was expected to focus on interpersonal skills while conducting the 
various competencies to improve climate and thereby improving student achievement. 
The findings in this study showed that there is no relationship with the principal’s 
interpersonal relationships (Competency II), and that student achievement on the CRCT 
is more related to the school and teacher demographic factors in explaining variations in 
student achievement.  The Gezel and Guba social organization model suggests that the 
principal should be high on both human relationships and task relationships in order for 





The socioeconomic status of the schools used in this research had on average a 
student population with 69% being eligible for free and reduced lunch.  The findings in 
this study showed that teacher’ perceptions of the principal leadership behavior in terms 
of instructional leadership skills are not related to student achievement which is 
contrary to many research findings.  The findings in this research, however, 
demonstrated that there is a significant relationship with teachers’ perceptions of the 
instructional leadership skills and school climate, and a very weak relationship with 
school climate and student achievement.  Edmonds (1979) states that strong leadership 
in instruction and evaluation facilitates positive climate that supports student 
achievement among low socio-economic schools.  Hallinger, Bickman, and Davis 
(1996) found no direct effects of principal instructional leadership on student 
achievement.  Their results did, however, support the belief that a principal can have an 
indirect effect on school effectiveness through actions that shape the school’s learning 
climate.  They also found that principal leadership itself is influenced by both personal 
and contextual variables (SES, parental involvement, and gender).   
The findings in this study suggest that school and teacher demographics are 
more related to student achievement than principal leadership behavior as perceived by 
teachers.  The total number of discipline incidents in schools had a more significant 
influence on student achievement than the schools’ SES status.  One, the most enduring 
findings; however, the Coleman Report (1966) supports the view that socioeconomic 
variables tend to predict student achievement.  Kunjufu (1989) recognized that 





not the cause.  Ford (1997) found that parents who were of low SES and in a minority, 
when they instilled a positive achievement orientation in their children, thus encourages 
them to perform highly.  
According to Sanders (1999), the single biggest factor affecting the academic 
growth of any population of youngsters is the effectiveness of the individual classroom 
teacher.  Sanders based teacher effectiveness ratings on relative year-to-year 
achievement gains of students.  This study used only one teacher-related demographic 
variable which was the teacher average years of experience and it did not have any 
significant relationship to student achievement.  Future studies might consider 
collecting multiply factors that can measure the effectiveness individual classroom 
teachers. 
Some studies that have been conducted by researchers have shown that school 
context variables and other demographics such as smaller class size, family income, 
parents education, family size, parental involvement, effectiveness of the individual 
classroom teacher, quality of curriculum, amount of instructional time, attentiveness of 
pupils, opportunities to learn, and capacities of teachers have significant influences on 
student achievement.  Many studies have found that teacher satisfaction, quality and 
productivity are more likely to directly affect student achievement than principal 
leadership, and that a lack of incentives to teach, low standards that contribute to a lack 
of respect for the profession, bureaucratic practices, and a lack of comprehensive 





The overwhelming body of existing research suggests that principal leadership 
has an indirect effect on student achievement through their role as leader of the 
organization, attitude, expectations, bureaucracy, policy, practices, leadership style, 
relationships, instructional leadership and school climate.  Glassman (1994) found that 
professional treatment by the principal towards the teachers such as trust and 
confidence, a comfortable and caring environment, professional and personal respect, 
delegation of decision-making, and other attributes helped to contribute to student 
academic achievement.  Maslow’s (1943) hierarchy of needs supports the view that 
every teacher has a need for acceptance and recognition and to feel belonged as the 
fundamental basis for self-actualization.  Therefore, it is expected that the involvement 
of teachers in decision-making by the principal would enhance their self-efficacy and 
hence their ratings of the school climate. 
Research has shown that effective principals have a vision and organizational 
plan that teachers understand and supports.  An effective principal sets high 
expectations, motivates his/her team, and recognizes positive work.  These are usually 
identified with creating a positive school climate.  The leader’s attitude towards his/her 
school and expectations for success outweigh the leader’s training experiences and 
personal characteristics (Edmonds, 1988).  Hall (1987) found that the climate of the 
school was a function of several school related factors.  The factors included leadership 
qualities of principals, teacher-colleague relations, parent-teacher relations, student-
teacher interpersonal relations, student-teacher instruction related interaction, school 





Ubben and Hughes (2001) indicated that most effective schools have strong 
creative principals who work with their administrative teams in the following ways: 
setting the agenda and forming needed advisory groups and coalitions; creating a 
positive image for the schools; pursuing autonomy for themselves and the schools; 
delegating authority at all levels; bringing innovative projects, training opportunities 
and new resources to their schools; anticipating impending issues and changing and 
planning and staffing creatively to meet needs of their students. 
 Considering the findings in this study, more research is needed to identify  
(a) more significant factors in terms of principal leadership, and (b) other factors that 
affect student achievement.  These factors can vary from school to school and from 
region to region through out the country.  Many researchers have produced results that 
show various factors that influence student achievement.  The politics, economy, 
educational validity, and philosophy of a school must be considered when research is 






Profile for Assessment of Leadership (PAL) Instrument 
Competency I - Demonstrates Skills in Instructional Leadership 





























Competency I - Demonstrates Skills in Instructional Leadership 



























Competency I - Demonstrates Skills in Instructional Leadership 














Competency II – The Principal Demonstrates Skills in Relating to Others 





















Competency III – The Principal Demonstrates Skills in Making Decisions 


















Competency IV – The Principal Demonstrates Planning and Organizational Skills 
















Competency V – The Principal Demonstrates Skills in Implementing the Georgia 
Teacher Evaluation Program. 























Competency V – The Principal Demonstrates Skills in Implementing the Georgia 
Teacher Evaluation Program. 




Competency VI – School Climate 























































































ANOVA Teachers’ Perceptions of Principal Leadership Behaviors Within Schools and 
Between Schools 










COMP1 Between Groups 321.988 82 3.927 13.147 .000 
  Within Groups 1155.559 3869 .299   
  Total 1477.547 3951    
COMP2 Between Groups 421.176 82 5.136 12.257 .000 
  Within Groups 1619.997 3866 .419   
  Total 2041.173 3948    
COMP3 Between Groups 427.626 82 5.215 10.973 .000 
  Within Groups 1832.138 3855 .475   
  Total 2259.763 3937    
COMP4 Between Groups 346.525 82 4.226 12.198 .000 
  Within Groups 1338.269 3863 .346   
  Total 1684.794 3945    
COMP5 Between Groups 189.638 82 2.313 6.686 .000 
  Within Groups 1053.648 3046 .346   
  Total 1243.286 3128    
COMP6 Between Groups 217.315 82 2.650 9.780 .000 
  Within Groups 1039.719 3837 .271   







Correlations of Fourth Grade CRCT Reading Student Achievement  
 
Table C1 
Correlations of 4th Grade CRCT Reading Student Achievement From the 2004-05 School 
Year with 2005-06 School Year and the Difference Between the Two Years 
 ACHDIFF ACH06 ACH05 
ACHDIFF Pearson Correlation 1 .644* -.098 
  Sig. (2-tailed) . .000 .382 
  N 81 81 81 
ACH06 Pearson Correlation .644 1 .698 
  Sig. (2-tailed) .000 . .000 
  N 81 81 81 
ACH05 Pearson Correlation -.098 .698* 1 
  Sig. (2-tailed) .382 .000 . 
  N 81 81 81 
 
N=81; **  Correlation is significant at the 0.01 level (2-tailed). 
ACH05 – represents the percentage of students who meet or exceed expectations 
during the 2004-05 school year. 
ACH06 - represents the percentage of students who meet or exceed expectations 
during the 2005-06 school year. 
ACHDIFF - represents the difference in the percentage of students who meet or exceed 







Descriptive Statistics of Discipline Incidents in Sampled Population 
 Min ‘05 Max ‘05 Mean ‘05 Mean ‘06 SE ‘05 SD ‘05 
Total Discipline Incidents  3 549 128.36 123.46 14.81 133.26 
ALCOHOL 0 1 0.01 0 0.01 0.11 
ARSON 0 1 0.01 0 0.01 0.11 
BATTERY 0 121 16.53 13.74 2.83 25.49 
BURGLARY 0 6 0.59 .49 0.12 1.05 
Computer Trepass 0 0 0.00 0 0.00 0.00 
Disorderly Conduct 0 208 39.23 39.38 4.98 44.83 
Drugs-Except Alcohol 0 3 0.11 .12 0.05 0.44 
FIGHTING 0 116 21.37 21.3 3.07 27.66 
HOMICIDE 0 0 0.00 0 0.00 0.00 
Kidnapping 0 0 0.00 0 0.00 0.00 
Larceny/Theft 0 12 1.60 1 0.27 2.46 
Motor Vehicle Theft 0 0 0.00 0 0.00 0.00 
ROBBERY 0 0 0.00 .01 0.00 0.00 
Sexual Battery 0 0 0.00 0 0.00 0.00 
Sexual Harassment 0 6 0.62 .66 0.12 1.11 
Sex Offenses 0 11 0.85 .50 0.19 1.71 
Threat/Intimidation 0 22 2.49 2.61 0.45 4.06 
TOBACCO 0 2 0.09 .08 0.04 0.36 
Trespassing 0 2 0.10 .11 0.04 0.37 
Vandalism 0 10 1.25 1.04 0.25 2.24 
Weapons/Knife 0 4 0.49 .58 0.11 0.95 
Weapons/Other 0 8 0.91 0 0.20 1.79 
Weapons/Handgun 0 0 0.00 0 0.00 0.00 
Weapons/Rifle  0 0 0.00 .76 0.00 0.00 
Other Discipline Incident 0 180 42.09 40.4 5.28 47.53 
 







Regression Analysis Dependent Student Achievement  
 




Model  Sum of Squares df Mean Square F Sig. 
1 Regression 453.596 1 453.596 5.637 .021 
 Residual 5069.265 63 80.465   
 Total 5522.862 64    
2 Regression 871.136 2 435.568 5.805 .005 
 Residual 4651.726 62 75.028   
 Total 5522.862 64    
a  Predictors: (Constant), % Students Eligible for F & R 
b  Predictors: (Constant), % Students Eligible for F & R, Retained Total Students 
c  Dependent Variable: Student Achievement 
    
 
Coefficients 
   B Std. Error Beta t Sig. 
1 (Constant) -3.531 2.925  -1.207 .232 
 % Students Eligible 
for F & R 
-9.436E-02 .040 -.287 -2.374 .021 
2 (Constant) -3.790 2.827  -1.341 .185 
 % Students Eligible 
for F & R 
-.145 .044 -.441 -3.298 .002 
 Retained Total 
Students 
.431 .183 .315 2.359 .021 
a  Dependent Variable: Student Achievement
 
 






Model R R Square Adjusted R Square Std. Error of the Estimate 
1 .287 .082 .068 8.97020 
2 .397 .158 .131 8.66186 
a  Predictors: (Constant), % Students Eligible for F & R 













































IA-supports collaboration among faculty and staff 
IB-communicates instructional expectations 
IC-models good personal communication skills 
ID-organizes and implements an effective 
communication system 
IE-demonstrates positive work ethnic through 
verbal and nonverbal communications 
IF-assigns personnel within the school to make 
optimum use of their strengths 
IG-protects student learning time 
IH-encourages effective use of instructional 
materials and equipment 
IJ-encourages professional improvement of faculty 
IIA-demonstrates behavior which promotes positive 
relationships 
IIB-demonstrates ability to manage conflict 
IIC-maintains integrity 
IIIA-is willing to make decisions 
IIIB-makes sound decisions 
IVA-organizes and maintains facilities 
IVB-implements procedures for ensuring that 
student behavior meets school expectations 
VA-adheres to evaluation guidelines for teacher 
VB-contributes to a positive teacher evaluation 
process 
VI-School Climate  
 
 
 percentage of students eligible for free and reduced lunch, 
total number of discipline incidents, retained students, 
absenteeism, enrollment, teacher average years of experience, 
administrator average years of experience, principal gender, 






Pearson Correlations PAL Competencies Subtask Correlation  
with Student Achievement 
   Student  
Achievement 
IA-supports collaboration among faculty and staff Pearson Correlation .016 
  Sig. (2-tailed) .316 
  N 3900 
IB-communicates instructional expectations Pearson Correlation .008 
  Sig. (2-tailed) .599 
  N 3900 
IC-models good personal communication skills Pearson Correlation .021 
  Sig. (2-tailed) .196 
  N 3900 






 Sig. (2-tailed) .838 
 N 3883 
IE-demonstrates positive work ethnic through verbal 





  Sig. (2-tailed) .000* 
  N 3898 
IF-assigns personnel within the school to make 





  Sig. (2-tailed) .913 
  N 3891 
IG-protects student learning time Pearson Correlation .020 
  Sig. (2-tailed) .214 
  N 3899 
IH-encourages effective use of instructional 





  Sig. (2-tailed) .264 
  N 3891 
IJ-encourages professional improvement of faculty Pearson Correlation -.009 
  Sig. (2-tailed) .588 
  N 3884 
 
 




  Student  
Achievement 






  Sig. (2-tailed) .588 
  N 3895 
IIB-demonstrates ability to manage conflict Pearson Correlation .024 
  Sig. (2-tailed) .130 
  N 3871 
IIC-maintains integrity Pearson Correlation .046 
  Sig. (2-tailed) .004* 
  N 3895 
IIIA-is willing to make decisions Pearson Correlation .009 
  Sig. (2-tailed) .592 
  N 3887 
IIIB-makes sound decisions Pearson Correlation .009 
  Sig. (2-tailed) .581 
  N 3878 
IVA-organizes and maintains facilities Pearson Correlation .040 
  Sig. (2-tailed) .013* 
  N 3890 
IVB-implements procedures for ensuring that student 





  Sig. (2-tailed) .004* 
  N 3887 
VA-adheres to evaluation guidelines for teacher Pearson Correlation -.016 
  Sig. (2-tailed) .373 
  N 3067 





  Sig. (2-tailed) .461 
  N 3000 
VI-School Climate Pearson Correlation .051 
  Sig. (2-tailed) .001* 






Description of Student Achievement Gain Score by School 



































































































Student Achievement is defined as the gain score of the percentage of student who met or 







Reliability Summary of 2005-06 PAL Instrument of Elementary Schools 
 
 
Competency 1 Reliability 
 
****** Method 2 (covariance matrix) will be used for this analysis ****** 
 
 
R E L I A B I L I T Y   A N A L Y S I S   -   S C A L E   (A L P H A) 
 
 
N of Cases = 3532.0 
 
Item Means           Mean Minimum Maximum Range Max/Min Variance 
 3.4189     3.1795     3.6679      .4884     1.1536      .0145 
Item Variance .5934      .3437      .8633      .5196 2.5120      .0132 
 
                        
 
 
Source of Variation 
 









Between People          59191.2882      3531 16.7633   
Within People            41649.5319    162472 .2563   
Between Measures         2355.9580        46 51.2165    211.7112  .0000 
Residual   39293.5739    162426 .2419   
Total    100840.8201    166003 .6075   
Grand Mean         3.4189     
 
Reliability Coefficients     47 items (Q1 to Q47) 













Reliability Summary of 2005-06 PAL Instrument of Elementary Schools 
 
 
Competency 2 Reliability 
 
****** Method 2 (covariance matrix) will be used for this analysis ****** 
 
 
R E L I A B I L I T Y   A N A L Y S I S   -   S C A L E   (A L P H A) 
 
 
N of Cases = 3801 
 
Item Means Mean Minimum Maximum Range Max/Min Variance 
 3.3799     3.2297     3.5314      .3018 1.0934      .0103 
Item Variance .6933      .5528      .7711      .2183     1.3950      .0054 
 
                        
 
 
Source of Variation 
 









Between People           26737.8241 3800 7.0363   
Within People            10654.3571 49413 .2156   
Between Measures          511.0879 13 39.3145 191.4702 .0000 
Residual   10143.2693 49400 .2053   
Total    37392.1812 53213 .7027   
Grand Mean         3.3799     
 
Reliability Coefficients     14 items (Q48 to Q61) 










Reliability Summary of 2005-06 PAL Instrument of Elementary Schools 
 
 
Competency 3 Reliability 
 
****** Method 2 (covariance matrix) will be used for this analysis ****** 
 
 
R E L I A B I L I T Y   A N A L Y S I S   -   S C A L E   (A L P H A) 
 
 
N of Cases = 3844 
 
Item Means Mean Minimum Maximum Range Max/Min Variance 
 3.3040     3.2719     3.3681      .0963     1.0294      .0012 
Item Variance .7067      .6219      .7498      .1279     1.2056      .0024 
 
                        
 
 
Source of Variation 
 









Between People          17550.3928      3843 4.5668   
Within People            4208.0000 26908 .1564   
Between Measures         30.9620 7 4.4231 28.4860 .0000 
Residual   4177.0380 26901 .1553   
Total    21758.3928 30751 .7076   
Grand Mean         3.3040     
 
Reliability Coefficients     8 items (Q62 to Q69) 












Reliability Summary of 2005-06 PAL Instrument of Elementary Schools 
 
 
Competency 4 Reliability 
 
****** Method 2 (covariance matrix) will be used for this analysis ****** 
 
 
R E L I A B I L I T Y   A N A L Y S I S   -   S C A L E   (A L P H A) 
 
 
N of Cases = 3824 
 
Item Means           Mean Minimum Maximum Range Max/Min    Variance 
 3.4008     3.2306 3.5507 .3201 1.0991 .0144 
Item Variance .6249 .4489 .7980 .3490 1.7776 .0173 
 
                        
 
 
Source of Variation 
 









Between People          12958.5992      3823 3.3896   
Within People            6538.5000 26768 .2443   
Between Measures         384.2106 7 54.8872 238.6689 .0000 
Residual   6154.2894 26761 .2300   
Total    19497.0992 30591 .6373   
Grand Mean         3.4008     
 
Reliability Coefficients     8 items (Q70 to Q77) 









Reliability Summary of 2005-06 PAL Instrument of Elementary Schools 
 
 
Competency 5 Reliability 
 
****** Method 2 (covariance matrix) will be used for this analysis ****** 
 
 
R E L I A B I L I T Y   A N A L Y S I S   -   S C A L E   (A L P H A) 
 
 
N of Cases = 3844 
 
Item Means Mean Minimum Maximum Range Max/Min Variance 
 3.5014 3.2319 3.6236 .3917 1.1212 .0157 
Item Variance .5619 .4355 .8506 .4151 1.9533 .0168 
 
                        
 
 
Source of Variation 
 









Between People           12103.1825 1758 6.8846   
Within People            7162.0000 31662 .2262   
Between Measures          497.1654 18 27.6203 131.1386  
Residual   6664.8346 31644 .2106   
Total    19265.1825 33420 .5765   
Grand Mean         3.5014     
 
Reliability Coefficients     19 items (Q78 to Q88) 










Reliability Summary of 2005-06 PAL Instrument of Elementary Schools 
 
 
Competency 6 Reliability 
 
****** Method 2 (covariance matrix) will be used for this analysis ****** 
 
 
R E L I A B I L I T Y   A N A L Y S I S   -   S C A L E   (A L P H A) 
 
 
N of Cases = 3676 
 
Item Means Mean Minimum Maximum Range Max/Min Variance 
 3.4900 3.2870 3.6262 .3392 1.1032 .0130 
Item Variance .5288 .3473 .7828 .4354 2.2536 .0196 
 
                        
 
Source of Variation Sum of Sq. df Mean Square F Prob. 
Between People           12519.3072 3675 3.4066   
Within People            9335.6364 36760 .2540   
Between Measures          478.6642 10 47.8664 198.6109 .0000 
Residual   8856.9722 36750 .2410   
Total    21854.9436 40435 .5405   
Grand Mean         3.4900     
 
Reliability Coefficients     11 items (Q89 to Q99) 






Correlations of 2004-05 School Demographics with 2005-06 CRCT Reading 
 
  Student Achievement 
Total Discipline Incidents Count Pearson Correlation     -.318* 
  Sig. (2-tailed) .004 
  N 80 
Retained Total Students Pearson Correlation .111 
  Sig. (2-tailed) .326 
  N 80 
Number of Students All Pearson Correlation .034 
  Sig. (2-tailed) .766 
  N 80 
5 or Fewer Days Absent All Pearson Correlation -.072 
  Sig. (2-tailed) .526 
  N 80 
6 to 15 Days Absent All Pearson Correlation .180 
  Sig. (2-tailed) .110 
  N 80 
More than 15 Days Absent All Pearson Correlation -.099 
  Sig. (2-tailed) .382 
  N 80 
% Students Eligible for F & R Pearson Correlation -.290* 
  Sig. (2-tailed) .009 
  N 80 
Admin Avg Yrs Exp Pearson Correlation .004 
  Sig. (2-tailed) .974 
  N 79 
Teachers Avg Yrs Exp Pearson Correlation -.064 
  Sig. (2-tailed) .574 
  N 80 
Principal Gender Pearson Correla tion .139 
  Sig. (2-tailed) .263 
  N 67 
New Principal Pearson Correlation .063 
  Sig. (2-tailed) .579 
  N 81 
    Student Achievement is defined as the percentage of students who met and exceeded  
    expectations on the CRCT fourth grade reading test. 
    **  Correlation is significant at the 0.01 level (2-tailed). 









School Climate Pearson Correlation .144 
  Sig. (2-tailed) .199 
  N 81 
IA Pearson Correlation .067 
  Sig. (2-tailed) .551 
  N 81 
IB Pearson Correlation .047 
  Sig. (2-tailed) .677 
  N 81 
IC Pearson Correlation .081 
  Sig. (2-tailed) .470 
  N 81 
ID Pearson Correlation .042 
  Sig. (2-tailed) .707 
  N 81 
IE Pearson Correlation .191 
  Sig. (2-tailed) .088 
  N 81 
IF Pearson Correlation .035 
  Sig. (2-tailed) .758 
  N 81 
IG Pearson Correlation .078 
  Sig. (2-tailed) .489 
  N 81 
IH Pearson Correlation .095 
  Sig. (2-tailed) .398 
  N 81 
IJ Pearson Correlation .016 
  Sig. (2-tailed) .886 
  N 81 
IIA Pearson Correlation .064 
  Sig. (2-tailed) .571 
  N 81 
 
 





  Student Achievement 
IIB Pearson Correlation .087 
  Sig. (2-tailed) .438 
  N 81 
IIC Pearson Correlation .122 
  Sig. (2-tailed) .277 
  N 81 
IIIA Pearson Correlation .059 
  Sig. (2-tailed) .602 
  N 81 
IIIB Pearson Correlation .053 
  Sig. (2-tailed) .637 
  N 81 
IVA Pearson Correlation .118 
  Sig. (2-tailed) .295 
  N 81 
IVB Pearson Correlation .126 
  Sig. (2-tailed) .263 
  N 81 
VA Pearson Correlation .007 
  Sig. (2-tailed) .949 
  N 81 
VB Pearson Correlation .018 
  Sig. (2-tailed) .876 
  N 81 
 
Student Achievement is defined as the percentage of students who met and 
exceeded expectations on the CRCT fourth grade reading test. 
Correlations of Leadership Subcompetencies with 2005-06 Student 
Achievement 













Instructional Leadership Pearson 
Correlation 
.081 
Sig. (2-tailed) .473 
N 81 
Interpersonal Skills Pearson 
Correlation 
.096 
  Sig. (2-tailed) .396 
  N 81 
Making Decisions Pearson 
Correlation 
.057 
  Sig. (2-tailed) .616 
  N 81 
Facilities Planning and Setting 




  Sig. (2-tailed) .251 






Sig. (2-tailed) .908 
N 81 
            Student Achievement is defined as the percentage of students who met and 
            exceeded expectations on the CRCT fourth grade reading test. 









Results of Correlation Analysis  
 
Table M1 
2005-06 Leadership Competencies with 2005-06 Student Achievement CRCT Fourth 
Grade Reading Test. (N = 81 Elementary Schools) 
 
Does Not Meet Meets Exceeds 
Instructional Leadership (Competency 1) -.215 -.131 .253* 
Interpersonal Skills (Competency 2) -.266* -.123 .291* 
Making Decisions (Competency 3) -.196 -.080 .209 
Facilities Planning & (Competency 4) -.251 -.118 .272 
Evaluation Guidelines Implementation 
(Competency 5) 
-.204 -.256* .315* 
School Climate  -.321* -.183 .372* 







Pearson Correlations 2004-05 School Demographics with 2005-06  
Leadership Competencies 
 
   Comp 1 Comp 2 Comp 3
Total Discipline Incidents Count Pearson Correlation -.128 -.147 -.126
  Sig. (2-tailed) .255 .189 .262
  N 81 81 81
5 or Fewer Days Absent All Pearson Correlation .061 .073 .039
  Sig. (2-tailed) .590 .518 .730
  N 81 81 81
6 to 15 Days Absent All Pearson Correlation -.014 -.002 -.008
  Sig. (2-tailed) .903 .988 .941
  N 81 81 81
More than 15 Days Absent All Pearson Correlation -.096 -.134 -.062
  Sig. (2-tailed) .396 .235 .585
  N 81 81 81
% Students Eligible for F & R Pearson Correlation -.310 -.372 -.287
  Sig. (2-tailed) .005 .001 .009
  N 81 81 81
Retained Total Students Pearson Correlation -.204 -.183 -.177
  Sig. (2-tailed) .068 .102 .114
  N 81 81 81
Number of Students All Pearson Correlation -.134 -.116 -.130
  Sig. (2-tailed) .232 .303 .247
  N 81 81 81
Principal Tenure Pearson Correlation -.055 -.023 -.059
  Sig. (2-tailed) .632 .841 .608
  N 78 78 78
Principal Gender Pearson Correlation -.173 -.182 -.179
  Sig. (2-tailed) .158 .138 .144
  N 68 68 68
Admin Avg Yrs Exp Pearson Correlation .118 .063 .070
  Sig. (2-tailed) .296 .578 .535
  N 80 80 80
Teachers Avg Yrs Exp Pearson Correlation .257 .258 .245
  Sig. (2-tailed) .020 .020 .028
N 81 81 81
  Comp 1 – Instructional Leadership    
  Comp 2 – Relating to Others  
  Comp 3 – Making Decisions
 
 










Total Discipline Incidents Count Pearson Correlation -.191 -.110 -.263 
  Sig. (2-tailed) .088 .328 .017 
  N 81 81 81 
5 or Fewer Days Absent All Pearson Correlation .014 .049 .124 
  Sig. (2-tailed) .904 .666 .269 
  N 81 81 81 
6 to 15 Days Absent All Pearson Correlation .032 .025 -.023 
  Sig. (2-tailed) .774 .827 .841 
  N 81 81 81 
More than 15 Days Absent All Pearson Correlation -.065 -.122 -.203 
  Sig. (2-tailed) .565 .278 .069 
  N 81 81 81 
% Students Eligible for F & R Pearson Correlation -.291 -.394 -.398 
  Sig. (2-tailed) .008 .000 .000 
  N 81 81 81 
Retained Total Students Pearson Correlation -.233 -.194 -.286 
  Sig. (2-tailed) .036 .082 .010 
  N 81 81 81 
Number of Students All Pearson Correlation -.217 -.148 -.266 
  Sig. (2-tailed) .052 .188 .017 
  N 81 81 81 
Principal Tenure Pearson Correlation .120 -.086 .035 
  Sig. (2-tailed) .295 .452 .764 
  N 78 78 78 
Principal Gender Pearson Correlation -.185 -.021 -.176 
  Sig. (2-tailed) .131 .866 .152 
  N 68 68 68 
Admin Avg Yrs Exp Pearson Correlation .082 .053 .091 
  Sig. (2-tailed) .468 .641 .424 
  N 80 80 80 
Teachers Avg Yrs Exp Pearson Correlation .149 .340 .277 
  Sig. (2-tailed) .184 .002 .012 
  N 81 81 81 
Comp 4 – Planning and Organization  







Principal Gender with Student Achievement  
 
Table O1  
Percentage of Students Who Met and Exceeded Expectations Differences During the 
2004-05 and 2005-06 School Year on the CRCT Reading 
   N Mean Std. Dev. Std. Error 
Student Achievement 1 16 -12.000 12.1819 3.0454 
  2 51 -9.0196 8.1252 1.1377 
 Total 67 -9.7313 9.2402 1.1288 





ANOVA Principal Gender with Student Achievement 
    Sum of Sq df Mean Sq F Sig. 
Student Achievement Between Groups 108.184 1 108.184 1.272 .263 
  Within Groups 5527.980 65 85.030   







ANOVA Principal Gender with 2005-06 Leadership Competencies 
 
   N Mean Std. Dev. Std. Error 
Instructional Leadership 1 16 3.4966 .29064 .07266 
 2 52 3.3753 .29927 .04150 
 Total 68 3.4039 .29962 .03633 
Relating to Others 1 16 3.4838 .33721 .08430 
 2 52 3.3354 .34802 .04826 
 Total 68 3.3703 .34881 .04230 
Making Decisions 1 16 3.4229 .35382 .08846 
 2 52 3.2754 .34755 .04820 
 Total 68 3.3101 .35206 .04269 
Planning and Organization 1 16 3.5306 .30777 .07694 
 2 52 3.3945 .31271 .04337 
 Total 68 3.4265 .31468 .03816 
Teacher Evaluation Program 1 16 3.5868 .25644 .06411 
 2 52 3.5735 .28014 .03885 
 Total 68 3.5766 .27293 .03310 
School Climate 1 16 3.5708 .23577 .05894 
 2 52 3.4678 .25194 .03493 
 Total 68 3.4920 .25040 .03036 
1 = Female principal            2 =  Male principal
 
 




   Sum of Sq. df Mean Sq F Sig. 
Instructional Leadership Between Groups .180 1 .180 2.035 .158 
 Within Groups 5.835 66 .088   
 Total 6.015 67    
Relating to Others Between Groups .269 1 .269 2.254 .138 
 Within Groups 7.883 66 .119   
 Total 8.152 67    
Making Decisions Between Groups .266 1 .266 2.184 .144 
 Within Groups 8.038 66 .122   
 Total 8.304 67    
Planning and Organization Between Groups .227 1 .227 2.335 .131 
 Within Groups 6.408 66 .097   
 Total 6.635 67    
Teacher Evaluation Program Between Groups .002 1 .002 .029 .866 
 Within Groups 4.989 66 .076   
 Total 4.991 67    
School Climate Between Groups .130 1 .130 2.105 .152 
  Within Groups 4.071 66 .062   





Principal Tenure with 2005-06 Leadership Competencies 
 
   N Mean Std. Dev. Std. Error 
Instructional Leadership 1 68 3.3972 .28299 .03432 
 2 14 3.3879 .31282 .08361 
 Total 82 3.3956 .28628 .03161 
Relating to Others 1 68 3.3533 .32877 .03987 
 2 14 3.3973 .35721 .09547 
 Total 82 3.3608 .33191 .03665 
Making Decisions 1 68 3.2976 .32750 .03972 
 2 14 3.3203 .37959 .10145 
 Total 82 3.3015 .33454 .03694 
Planning and Organization 1 68 3.3935 .31923 .03871 
 2 14 3.4472 .26130 .06983 
 Total 82 3.4027 .30930 .03416 
Teacher Evaluation Program 1 68 3.5831 .24398 .02959 
 2 14 3.5359 .32173 .08598 
 Total 82 3.5751 .25723 .02841 
School Climate 1 68 3.4744 .24259 .02941 
 2 14 3.5128 .2363 .06317 
 Total 82 3.4810 .2405 .02656 
1 = New Principals        2 = Principal for at least 2 years
 
 




   Sum of Sq. df Mean Sq F Sig. 
Instructional Leadership Between Groups .001 1 .001 .012 .913 
 Within Groups 6.638 80 .083   
 Total 6.639 81    
Relating to Others Between Groups .022 1 .022 .202 .655 
 Within Groups 8.901 80 .111   
 Total 8.923 81    
Making Decisions Between Groups .006 1 .006 .053 .819 
 Within Groups 9.059 80 .113   
 Total 9.065 81    
Planning and Organization Between Groups .033 1 .033 .347 .558 
 Within Groups 7.715 80 .096   
 Total 7.749 81    
Teacher Evaluation Program Between Groups .026 1 .026 .389 .534 
 Within Groups 5.334 80 .067   
 Total 5.360 81    
School Climate Between Groups .017 1 .017 .293 .590 
  Within Groups 4.670 80 .058   





Student Achievement Descriptive Mean and ANOVA Tables 
 
Table R1 
Student Achievement Descriptive Mean of the Percentage of Students who met and 
exceeded expectations differences during the 2004-05 and 2005-06 School Year on the 
CRCT Reading 
 N Mean Std. Dev. Std. Error Minimum Maximum 
1 67 -10.8358 9.5878 1.1713 -35.00 10.00 
2 14 -9.2857 8.7918 2.3497 -25.00 3.00 
Total 81 -10.5679 9.4206 1.0467 -35.00 10.00 
  1 =  Principal for 2004-05 and 2005-06 school year;  





ANOVA Principal Tenure with Student Achievement 
 





Achievement Between Groups 27.825 1 27.825 .311 .579 
  Within Groups 7072.051 79 89.520   











Chi-Square Test for Gender and Student Achievement 
 
  Value Df Asymp. Sig. (2-sided) 
Pearson Chi-Square 34.268 31 .314 
Likelihood Ratio 39.883 31 .132 
Linear-by-Linear Association 1.267 1 .260 
N of Valid Cases 67   





Chi-Square Tests for Principal Tenure and Student Achievement 
 
  Value df Asymp. Sig. (2-sided) 
Pearson Chi-Square 33.586 35 .536 
Likelihood Ratio 34.152 35 .509 
Linear-by-Linear Association .314 1 .576 
N of Valid Cases 81   













Chi-Square Tests for Principal Tenure and School Climate 
 
  Value df Asymp. Sig. (2-sided) 
Pearson Chi-Square 81.000 80 .448 
Likelihood Ratio 74.578 80 .650 
Linear-by-Linear Association .286 1 .593 
N of Valid Cases 81   






Chi-Square Tests Principal Gender and School Climate 
 
  Value df Asymp. Sig. (2-sided) 
Pearson Chi-Square 67.000 66 .443 
Likelihood Ratio 73.660 66 .242 
Linear-by-Linear Association 2.019 1 .155 
N of Valid Cases 67   
a. 134 cells (100.0%) have expected count less than 5.  The minimum expected 















CRCT Fifth Grade Reading Student Performance Levels Comparison of 2005-06, 2004-
05, and 2003-04 Academic School Years 
YEAR 
05-06 05-06 05-06 04-05 04-05 04-05 03-04 03-04 03-04 
Not Meet Meets Exceeds Not Meet Meets Exceeds Not Meet Meets Exceeds 










CRCT Fourth Grade Reading Student Performance Levels Comparison of 2005-06, 
2004-05, and 2003-04 Academic School Years 
YEAR 
05-06 05-06 05-06 04-05 04-05 04-05 03-04 03-04 03-04 
Not Meet Meets Exceeds Not Meet Meets Exceeds Not Meet Meets Exceeds 














CRCT Third Grade Reading Student Performance Levels Comparison of 2005-06, 2004-
05, and 2003-04 Academic School Years 
YEARS 
05-06 05-06 05-06 04-05 04-05 04-05 03-04 03-04 03-04 
Not Meet Meets Exceeds Not Meet Meets Exceeds Not Meet Meets Exceeds 





CRCT Second Grade Reading Student Performance Levels Comparison of 2005-06, 
2004-05, and 2003-04 Academic School Years 
YEARS 
05-06 05-06 05-06 04-05 04-05 04-05 03-04 03-04 03-04 
Not Meet Meets Exceeds Not Meet Meets Exceeds Not Meet Meets Exceeds 





CRCT First Grade Reading Student Performance Levels Comparison of 2005-06, 2004-
05, and 2003-04 Academic School Years 
YEARS 
05-06 05-06 05-06 04-05 04-05 04-05 03-04 03-04 03-04 
Not Meet Meets Exceeds Not Meet Meets Exceeds Not Meet Meets Exceeds 
17 53 20 14 50 37 11 48 41 





Factor Analysis of Survey Questions of 2005-06 Leadership Assessment  
Rotated Component Matrix 
 
 FACTOR 
Question 1  2  3 4  5 6  7  8  9 
Q4 .724 .403 .201 .184 .161 .167 .021 .037 .039 
Q3 .709 .426 .224 .123 .167 .150 .016 .016 .099 
Q5 .694 .298 .289 .192 .165 .186 .044 .043 .111 
Q6 .679 .281 .272 .191 .174 .173 .095 .064 .148 
Q2 .677 .443 .239 .144 .172 .158 -.011 .009 .150 
Q12 .634 .269 .279 .188 .151 .116 .174 .211 .106 
Q7 .618 .359 .263 .194 .131 .099 .092 .131 .196 
Q10 .615 .317 .269 .161 .096 .086 .073 .237 .179 
Q29 .611 .282 .198 .237 .211 .154 .246 .086 -.045 
Q1 .601 .420 .269 .159 .149 .140 .070 .110 .263 
Q28 .599 .381 .178 .231 .194 .139 .179 .074 -.045 
Q11 .592 .194 .303 .217 .092 .153 .204 .310 .118 
Q27 .589 .385 .231 .232 .204 .176 .214 .048 -.021 
Q26 .583 .423 .253 .252 .177 .160 .216 .108 .036 
Q13 .575 .242 .328 .177 .117 .117 .205 .255 .243 
Q30 .557 .327 .210 .224 .244 .181 .262 .113 .029 
Q25 .556 .381 .252 .218 .173 .211 .235 .159 .111 
Q14 .554 .223 .321 .150 .180 .144 .228 .233 .288 
Q20 .552 .344 .253 .208 .233 .088 .214 .108 .073 
Q21 .552 .298 .274 .200 .233 .150 .242 .129 .086 
Q9 .549 .236 .314 .133 .061 .118 .195 .269 .290 
Q16 .535 .313 .304 .148 .218 .131 .170 .156 .335 
Q17 .513 .301 .301 .156 .214 .159 .182 .158 .374 
Q15 .504 .353 .239 .166 .169 .168 .209 .098 .234 
Q8 .487 .220 .309 .185 .064 .127 .230 .213 .354 
Q44 .473 .242 .389 .182 .324 .032 .292 .301 .006 
Q47 .472 .317 .338 .182 .319 .057 .248 .291 -.008 
Q43 .452 .238 .368 .150 .290 -.020 .317 .347 .012 
Q45 .434 .267 .367 .249 .293 .031 .266 .268 .086 
Q46 .411 .269 .387 .255 .302 .027 .291 .207 .100 
Q52 .338 .723 .274 .178 .153 .082 .131 .107 .160 
Q53 .356 .721 .283 .168 .179 .077 .105 .111 .152 
Q59 .301 .691 .229 .158 .153 .108 .100 .096 .215 
Q60 .278 .662 .295 .197 .120 .139 .185 .112 .226 
Q50 .382 .662 .298 .219 .184 .097 .119 .082 .137 
Q48 .317 .655 .292 .177 .191 .063 .113 .012 .249 
Q58 .264 .634 .293 .177 .132 .200 .155 .108 .265 
Q67 .423 .629 .327 .207 .173 .145 .149 .162 -.024 
Q55 .377 .617 .280 .235 .209 .127 .156 .236 -.034 
 
 





Question 1  2  3 4  5 6  7  8  9 
Q69 .434 .600 .286 .206 .209 .145 .146 .170 -.057 
Q51 .255 .595 .350 .194 .211 .106 .183 .055 .169 
Q49 .419 .591 .307 .200 .179 .037 .128 .125 .154 
Q68 .453 .590 .297 .191 .179 .157 .171 .162  -.022 
Q56 .393 .586 .259 .242 .213 .133 .168 .253 -.025 
Q57 .395 .573 .262 .230 .212 .140 .169 .274 -.058 
Q61 .320 .558 .340 .174 .095 .236 .224 .109 .227 
Q66 .458 .549 .297 .206 .169 .161 .189 .199 -.027 
Q54 .375 .528 .243 .250 .182 .127 .205 .289 -.023 
Q24 .480 .527 .266 .181 .133 .140 .163 .049 .244 
Q65 .498 .525 .253 .160 .179 .232 .215 .161 -.057 
Q63 .482 .520 .258 .190 .143 .242 .212 .157 -.069 
Q64 .461 .499 .294 .188 .157 .244 .215 .178 -.034 
Q62 .392 .456 .328 .194 .169 .289 .241 .108 .026 
Q96 .422 .441 .323 .399 .131 .148 .065 .217 .197 
Q82 .239 .236 .792 .183 .096 .128 .152 .092 .107 
Q83 .254 .253 .785 .181 .129 .135 .099 .101 .083 
Q80 .229 .231 .780 .172 .147 .174 .134 .091 .105 
Q84 .226 .262 .776 .181 .131 .156 .090 .075 .102 
Q79 .232 .249 .774 .185 .170 .145 .128 .055 .102 
Q81 .216 .246 .764 .166 .121 .144 .135 .092 .108 
Q85 .273 .272 .763 .191 .146 .124 .086 .066 .075 
Q78 .230 .213 .750 .183 .139 .158 .142 .145 .072 
Q86 .268 .296 .748 .217 .161 .153 .071 .090 .085 
Q87 .285 .269 .743 .211 .130 .131 .098 .105 .079 
Q88 .325 .301 .676 .206 .155 .092 .091 .149 .046 
Q41 .402 .299 .467 .225 .274 .039 .273 .226 .041 
Q42 .422 .220 .427 .171 .268 .029 .337 .292 .088 
Q91 .176 .174 .139 .776 .120 .024 .049 -.005 -.042 
Q92 .118 .134 .226 .751 .111 .064 .109 -.080 .093 
Q97 .169 .156 .183 .743 .114 .190 .152 .111 .066 
Q90 .172 .178 .232 .716 .124 .158 .119 .096 -.000 
Q99 .143 .111 .165 .715 .077 .145 .184 .186 .109 
Q95 .216 .202 .127 .595 .161 .203 -.006 .246 .084 
Q89 .284 .388 .229 .539 .139 .159 -.023 .143 .079 
Q94 .301 .338 .311 .517 .143 .080 .063 .086 .220 
Q93 .450 .452 .268 .461 .153 .058 -.000 .144 .075 
Q98 .321 .250 .354 .459 .097 .168 .199 .317 .244 
Q37 .254 .252 .199 .186 .755 .226 .080 .075 .091 
Q38 .258 .238 .242 .185 .741 .232 .112 .105 .078 
Q36 .248 .262 .194 .216 .733 .174 .091 .057 .144 
Q39 .322 .269 .250 .196 .672 .252 .120 .081 .067 
Q40 .312 .230 .297 .181 .552 .183 .204 .249 .069 
Q70 .188 .139 .181 .209 .209 .725 .093 .074 .016 
Q71 .256 .212 .247 .233 .219 .714 .105 .170 .046 
Q72 .236 .201 .277 .217 .234 .681 .156 .139 .109 
Q73 .229 .200 .310 .240 .296 .599 .165 .157 .152 
Q34 .336 .326 .214 .226 .222 .163 .529 .007 .048 
 
 





Question 1  2  3 4  5 6  7  8  9 
Q32 .418 .274 .323 .205 .189 .123 .520 .185 .138 
Q33 .438 .330 .270 .192 .224 .142 .514 .185 .101 
Q31 .445 .261 .263 .187 .234 .145 .490 .174 .103 
Q23 .218 .327 .271 .174 .010 .315 .480 .016 .294 
Q22 .218 .287 .244 .134 .038 .322 .469 .055 .304 
Q35 .395 .338 .226 .198 .286 .196 .430 .065 .050 
Q75 .369 .315 .243 .258 .148 .270 .082 .561 .114 
Q76 .355 .361 .261 .240 .188 .299 .082 .553 .053 
Q77 .372 .362 .263 .233 .192 .289 .093 .521 .058 
Q74 .316 .311 .245 .240 .151 .299 .138 .514 .196 
Q18 .347 .272 .348 .168 .221 .097 .158 .071 .528 
Q19 .354 .282 .320 .195 .207 .083 .135 .058 .523 
 
Extraction Method: Principal Component Analysis.  Rotation Method: Varimax with Kaiser Normalization. 







Factor Analysis of 2005-06 Leaders Competencies  
Component Matrix 
Factor 1 
Instructional Leadership .951 
Interpersonal Skills .933 
Making Decisions .929 
Facilities Planning and Setting Student 
Behavior Expectations 
.882 
School Climate .862 
Evaluation Guideline Implementation .821 
     
Extraction Method:  Principal Component Analysis. 














































Extraction Method: Principal Component Analysis 






Fourth Grade Reading Performance Levels Standards 
Grade 4 Reading – GPS 
Performance Level Descriptors 
 
Does Not Meet 
 
The student’s overall performance in reading is below the standard set for 
students in fourth grade.  
 
The student’s overall performance in reading a variety of materials does not 
meet the standard set for students in the fourth grade. Students performing at 
this level may have difficulty demonstrating comprehension and showing 
evidence of a warranted and responsible explanation of literary, 
informational, and functional texts. They typically isolate and analyze literary 
elements with limited success. Students performing at this level generally 
lack the skills to use structure and make connections that increase their 
understanding of informational texts. Their understanding and acquisition of 
new vocabulary using context, structure, and dictionary skills is minimal. 
They have a limited awareness of media as a source of entertainment and 
information.  
 
Parents should contact the student’s school for more information about 




The student’s overall performance in reading meets the standard set for 
students in fourth grade.  
 
The student’s overall performance in reading a variety of materials meets the 
standard set for students in the fourth grade. Students performing at this level 
demonstrate adequate comprehension and show evidence of a warranted and 
responsible explanation of literary, informational, and functional texts. They 
understand how to determine both explicit and inferred literary elements and 
techniques. They use organizational structures, text features, and common 
graphics to make simple connections to understand informational and 
functional texts. Students at this level should be able to distinguish fact from 
opinion. Students performing at this level typically determine the meaning of 
new vocabulary through the use of context, structure, and dictionary skills. 
They demonstrate an awareness of the role of media as a source of 








Grade 4 Reading – GPS 




The student’s overall performance in reading exceeds the standard set for students in 
fourth grade.   
 
The student’s overall performance in reading a variety of materials exceeds the 
standard set for students in the fourth grade. A thorough understanding of the text 
is exhibited by students at this level. They show evidence of a warranted and 
responsible explanation of literary, informational, and functional texts. They have 
a complete understanding of how to infer and analyze literary elements and 
techniques. They consistently use organizational structures, text features, and 
graphic features to make complex connections to understand informational and 
functional texts. Students performing at this level recognize and understand new 
vocabulary using various context, structure, and reference skills. They are able to 
evaluate the role of the media as a source of entertainment and a source of 
information. They show evidence of a thorough understanding of grade-level 






























Fourth Grade Quality Core Curriculum Reading Standards 
 
 
Reading Grade 4 
Domain: Reading for Vocabulary Improvement 
Identifies and applies reading strategies; applies reading awareness and word recognition 
skills; uses various vocabulary skills to aid reading comprehension; and analyzes 
meaning of words and phrases as presented in specific literature. 
Examples include: applying reading awareness skills, applying word attack and 
recognition skills, using word knowledge, and interpreting words and phrases. 





Associated Concepts, Skills, and Abilities: 
• applies reading awareness skills including: 
– uses initial consonant substitution in rhyming words 
– uses word families/letter patterns 
• applies word recognition skills including: 
– context clues  
– prefixes 
– root words – suffixes 
• uses word knowledge including: 
– antonyms  
– possessives 
– compound words 
– synonyms 
– contractions  
– word endings 
– homophones 
– classifies and categorizes words into sets and groups words with common 
characteristics (analogies) 
– uses word order and sentence structure (syntax) 
– identifies semantic relationships by using context clues, prior knowledge, and 
   word meaning 
 
 





Reading Grade 4 
Domain: Reading for Locating and Recalling Information 
Recognizes and recalls data from a variety of texts; follows directions; and recognizes 
important and supporting details in text. 
Examples include: following written directions and recognizing details. 




Associated Concepts, Skills, and Abilities: 
• follows written directions 
• recognizes details including: 
– important  
– supporting 
 
Reading Grade 4 
Domain: Reading for Meaning 
Identifies underlying themes and concepts in fiction and nonfiction literature; recognizes 
literary forms and purposes of text to aid comprehension; recognizes how characters 
evolve and how each contribute to the story; identifies important parts of a story; 
identifies sequence of events in fiction and nonfiction; recognizes structure of 
information in fiction and nonfiction; recognizes overall theme stated in text; and 
identifies main idea and details of text. 
Examples include: identifying literary forms, identifying purpose of text, identifying 
characters and their traits, identifying story development/literary elements, recognizing 
sequence of events, recognizing text organization/structure, recognizing explicit main 
idea, and retelling or summarizing. 
Associated QCC Standards: 
4.17 4.26 4.47 
4.24 4.27 4.49 
4.25 4.28 4.58 
Associated Concepts, Skills, and Abilities: 
• identifies literary forms including: 
– fiction 
– friendly letters 
– nonfiction 
– poetry 
– folk tales 











• identifies main and supporting characters including: 
– characters’ motives – characters’ actions 
– characters’ emotions/feelings – characters’ traits 
• identifies story development/literary elements including: 
– setting 
– plot 




• recognizes text organization/structure in fiction and nonfiction including: 
– problem/solution  
– to compare 
– cause/effect 
– to contrast 
• recognizes explicit main idea 
• retells or summarizes/paraphrases 
 
Reading Grade 4 
Domain: Reading for Critical Analysis 
Examines, interprets, and evaluates reading elements, styles, and techniques; identifies 
author’s intent in writing; predicts plot and characters’ actions; makes generalizations 
about underlying theme and concepts; identifies cultural experiences and differences; 
distinguishes between fact and opinion; identifies similarities and differences in 
characters or text; uses details to draw conclusions and make inferences; and examines 
text for underlying theme and concepts. 
Examples include: determining author’s purpose, making predictions, making 
generalizations, recognizing cultural diversity, distinguishing between fact and opinion, 
comparing and contrasting, drawing conclusions/making inferences, and determining 
implicit main idea. 




Associated Concepts, Skills, and Abilities: 
• determines author’s purpose including: 
– to entertain 
– to persuade 
– to inform 
• makes predictions 
 
 




• makes generalizations 
• recognizes cultural diversity 
• distinguishes between fact and opinion 
• compares and contrasts including: 
– characters 
– text 
• draws conclusions/makes inferences 








About the CRCT 
 
What is the purpose of the CRCT?  
The CRCT is designed to measure how well students acquire the skills and knowledge 
described in the Georgia Performance Standards (GPS) and the Quality Core 
Curriculum (QCC). The assessments yield information on academic achievement at the 
student, class, school, system, and state levels. This information is used to diagnose 
individual student strengths and weaknesses as related to the instruction of the 
GPS/QCC, and to gauge the quality of education throughout Georgia.  
When was the CRCT implemented?  
The CRCT was implemented in spring 2000. That year, summative, end-of-year 
assessments in reading, English/language arts, and mathematics were administered in 
grades four, six, and eight. Assessments in science and social studies (grades three 
through eight) were administered for the first time in spring 2002. Additionally, 
assessments in reading, English/language arts, and mathematics were administered in 
grades one, two, three, five, and seven in spring 2002.  
How is content tested?  
Currently, the mandated end-of-year assessments contain selected-response items only; 
however, a small number of constructed-response items may be included in subsequent 
years.  
CRCT results provide information about the academic achievement of students, classes, 
schools, and school systems, and the state. This information used to identify individual 
student strengths and weakness and to measure the quality of education throughout the 
Georgia. 
Third grade students are required to perform at the grade level on the reading portion of 
the CRCT in order to be considered for promotion to the next grade level.  Fifth grade 








How does the CRCT differ from a norm-referenced test (NRT)?  
Criterion-referenced tests, such as the CRCT, are designed to measure how well students 
acquire, learn, and accomplish the knowledge and skills set forth in a specific curriculum 
or unit of instruction. The CRCT, therefore, is specifically intended to test Georgia's 
performance/content standards outlined in the GPS and QCC. Norm-referenced tests 
(NRT), such as the Iowa Tests of Basic Skills (ITBS), measure instructional standards 
commonly taught throughout the entire United States of America. Additionally, NRTs 
highlight differences between and among students across an achievement continuum. 
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